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Abstract
An Analysis of the Perceived Effects of the Welsh Inclusion Model on the Academic
Growth of Special Needs Learners in a North Carolina Elementary Schda@rdRic
Stephen R., 2008: Dissertation, Gardner-Webb University, Inclusion Model/Meanings-
Based Approach/Skills-Based Approach/Case Study/Title |

The purpose of this qualitative case study was to examine the implementation of the
Welsh Inclusion Model at a Title | elementary school in grades 4 through& in t
Piedmont area of North Carolina. The researcher visited the Title | schooh was
embarking in only its second year in the implementation of the Welsh Inclusion.Mode
During these visits, the researcher interviewed the principal, the Dirediberaentary
Education, and two inclusion teams. The entire group participated in a focus group
interview. The surveys, interviews, ITTAP, and Co-Teaching rubric providediadta
were triangulated to determine how well the school was implementing tlsé We
Inclusion Model.

The conditions of the school caused school leaders to focus attention on students with
disabilities (SWD) because the school failed to meet federal standardssagi/era
“school of improvement” status in an attempt to meet those standards. The
implementation of the Welsh Inclusion Model was to assist the school in meetiag thos
standards.

The conditions of the targeted school warranted a new approach to increasing the
academic gains of their special needs students. The school made a comritdentss
this concern by implementing a new approach to teaching special needs children. The
survey results indicated that the participants in general agreed with tred Borch

the implementation of the Welsh Inclusion Model and that it was meeting theivgec

for which the program was intended. The findings of the study confirmed that the
inclusionary teams, as well as the administration of the targeted school, alengm
strides towards meeting the federal mandates of NCLB. However, fromttharddysis

the researcher observed that more financial support for both training and the use of
materials was needed in order to continue to meet the needs of identified studénts at a
levels.
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Chapter 1: Introduction and Problem Statement

Introduction

Since the inception of the Accountability Basic Skills Mastery and Control
(ABC'’s) of North Carolina, which began in 1996, and the No Child Left Behind Act of
2001 (NCLB), public education has had to reassess its mission by utilizing various
measurements incorporated at both the state and national levels to gauge atel evalua
student achievement. While testing students has long been a hallmark of public
education, the standards movement has created an increase in the practrataodiged
testing which has heightened the consequences for both students and schools who fail to
live up to those standards (Leif, 2001).
National Problem

This increase in accountability has made it difficult for schools to ignage lar
numbers of students who continue to fail at meeting standards, especially thosa childr
who fall into categories of special needs learners. The issues of accoyntaviit
increased the demand for student success requiring a higher level of academic
achievement for all students regardless of academic or social status. h8ipesdage of
the Education for All Handicapped Children Act (1975), in addition to the Individual
with Disabilities Education Act Amendment of 1997, federal mandates haventpeta
free and appropriate public education for students attending public institutions. This
federal legislation has required that all children have access to a frap@ogriate
public education, and that every effort is made to insure their academic success

(Individual with Disabilities Education Act, 1997).



According to the United States Department of Education, in 2001, with all fifty
states being assessed on the NCLB mandate, only nine states nationwidd esporte
measure of academic achievement for special needs students as it oeCaezfjory 10,
Students with Disabilities (SWD) (US Department of Education, 2001). This iafmm
demonstrates the need for states to refocus their efforts to increaseoibstse
achievement of academically disabled children. School districts acrosditreara
being held accountable for educating, with demonstrated success, each tdentifie
special needs student within their respective schools.

State and Local Problem

In North Carolina, the academic picture for demonstrating success faalspec
needs students also shows no improvement. According to the North Carolina School
Report Card, of the ten categories that are depicted in the No Child Left Belind Ac
(2001), only 30.8 % of students with disabilities passed both the reading and math
sections of the End-of-Grade Tests in Grades 3 through 8 in 2005-2006. In comparison to
the other nine categories, the grouping for Students with Disabilities (S@/ihues to
fall behind, which is indicative of a national trend. In fact, every other catéytmng
NCLB Act exceeds the passing rate of the category of special naktie. Students
that fall in the Hispanic category held a passing rate of 49.3%, while the otiartyni
students in the other categories averaged over a 57% passing rate combitred (Nor
Carolina School Report Card, 2005-2006).

The inclusion of special needs children in the regular classroom is not new, and
there still is no concrete evidence to demonstrate that this may be a panaasing

the academic standards for all special needs children. However, theroigga st



indication that the elements of the inclusive concept may have merit in improvilegstu
performance among special needs learners. In her article “Thes@rea of High
Standards and Inclusion” in ti&hool AdministratgrDonna Lipsky (2003), Director of
the National Center on Educational Restructuring and Inclusion at the Uryivadriiew
York, draws a picture of the conflicting mandates from the federal ardgste¢rnments
as they revolve around academic standards for special needs students. Herigéudies g
clear evidence whereby the exclusion of identified students from the regdarodm
creates both an academic label of cognitive deficiency as well as ingréas likelihood
of lowering a child’'s self-esteem; the basic intent of special educathe states, is a
service and not an assignment to a place, a curriculum, or a classroom)(Lipsky
The Goal of Special Education

The goal of special education is to create a blueprint of academic accongplishm
for all special needs children by incorporating elements that have proven tacbss$uic
in an inclusion model. One of the key ingredients is to involve special needs students
with their non-identified peers in the regular classroom via an academictprojas
strategy assists identified students in recognizing successful dcadtarmodels in
addition to connecting with behaviors that are reflective of a modern society. Thekey t
child’s academic success, according to Lipsky (2003), is for identifiedrdtutbebe a
part of the society they will someday serve without the incumberment of aicaatem
behavioral labels by the public school systems. While the federal law doesjuioé ithe
placement of special needs children in a general education environment, it grasume
inclusionary paradigm, justifying the authorization of the least restietnvironment.

Although there are many models of inclusion, evidence shows that there are core



elements of inclusionary practices that have continued to incorporate the baségpra
available to allow for academic achievement for identified children involvegeicia
education. This practice includes the development of teaching teams that desuohe
in planning and implementing practices that ensure academic success in t&e regul
classroom for all children with a special focus on identified students (\dagdy
Zaslavsky, 2002).

Other strategies, which are successful in inclusion models, are the involvement of
peer learning and interaction, as well as cross-age tutoring. Research savdie
demonstrated, to some degree, the effectiveness of the utilization of timg sifiadieas
among peers. While the idea of cooperative learning may have its criticsséaeah has
shown this to be an effective strategy in enabling students to extend and procestsconce
in various curricular areas (Strong, Silver, & Perini, 2001).

Purpose

The purpose of this study examined the effects of the Welsh Inclusion kodel
the inclusive classroom and its impact on academic growth for special needsdear
The focus of the study involved an analysis of (a) teacher collaboration, (b) tiostatic
practices of team-teaching, and (c) grouping students into “pods” according to the
preferred learning modality. The underlying principle for the analysesdge$cribe what
occurs in public schools as educators and school administrators move towards inclusive
educational practices. The Team-Teaching Analysis Protocol (ITTA®uteed to
describe the perceived strength of the inclusionary team relationship byaretang an
examination of twenty team-teaching behaviors that influence the ingtaictielivery

to students in the inclusion setting. In addition|rastusion/Co-Teaching Surveyas



incorporated into the study as a vehicle for providing a deeper analysis of intiealua
members for purposes of reflection and self-assessment as well asitimpsiavithin the
inclusion classroom. This movement evolved from the paradigm of providing students
with educational opportunities in the least restrictive environment to providingttieem
full provision of inclusive services (Idol, 2006).

This study focused on the effectiveness of the inclusion model as to its impact on
student achievement as measured by state and local standards. Thaaimbygldhree
aspects of the model utilized at the targeted school: (a) teacher coltabdiat
instructional strategies utilized by the team, and (c) teacher disposibonsthe
inclusion model. In addition, the study examined the grouping of students into “pods”
according to individual learning modalities and the impact, if any, on studeniortent
More commonly referred to as the SILK grouping method of spatial, linguastct
kinesthetic modes, this strategy grouped students, both regular and exceptidre chi
through assessments of their preferred learning styles. This method insulediaca
group diversity by allowing students to utilize their individual learning moeslin the
teaching-learning process. The information that is ascertained throughotteslyre is
vital to the development of the “pods,” which encourage the concept of utilizing
academic diversity whereby students are exposed to various peers who process
information differently (Welsh, 2001).

The Development of Knowledge

Annas (2004) purports that one of the more powerful strategies in the teaching

process is to organize learning to allow students to engage in the creation of dgvelopi

personal meaning of knowledge by utilizing not only their own academic strengths but



also the diverse experiences of others. According to Sousa (2000), when students are
allowed to investigate information, engage in discussion with their peers, and debate th
validity of the information, knowledge takes on a personal meaning whereby
comprehension is retained longer and the learning is more relevant to the student’s
understanding.
Student Grouping

Classroom teachers have utilized student grouping for the sole purpose of
exposing each individual learner to the academic diversity and experiences®f othe
especially during instructional time within the classroom. This concept hasraged
students to accept both educational and social differences among their peees that a
inherent in our society. In addition, this technique has been instrumental in raising
achievement among diverse groups of learners (Johnson & Johnson, 1986).
Setting

The elementary school targeted in this study is a Title | school and is located i
rural setting in the Piedmont of North Carolina. The school consists of Pre-K through
Grade 5 and is home to approximately 595 students with 27% of the student body
qualifying for free and reduced breakfast (30%) and lunch (40%) with 18% idensfied a
special needs learners. There are 45 classroom teachers within the indchdoél s

The study employed three instruments in the assessment of the effestioknes
the inclusion model and its practices as to its impact on student achievememex defi
by both state and local standards.

The Team-Teaching Analysis Protocol (ITTAP) is an internal descriptive

instrument designed to measure two elements of this inclusion model. It etttsr



effectiveness of the teaching team by the analysis of 20 Team-Te&dtiagiors and

the development of improved instructional delivery to students. This instrument is
composed of two forms: Form A is for the general education teacher and Form B is for
the special education or support teacher. This instrument is designed to evaluate the
external relationship between team members as they progress througlematckbenic

year and the relationship’s impact on the instructional process. Each teamrmembe
completed this analysis independently. Data from this instrument was indexedno se
ITTAP domains: (a) educational philosophy, (b) administrative time and schedualing
joint ownership of the teaching environment, (d) professional growth of the teaching
team, (e) the level of communication within the team, (f) status of individuabers of

the team as it relates to professional experience and expertise, aman@g¢aehing
mechanics, which describes the behaviors that guide the function of the team. The data
was placed into three categories of Emergent, Needs Improvement, andalrioti
measuring each team’s instructional effectiveness.

As part of this self-analysis, the inclusion teams evaluated the extemainése
of the teaching team by examining the disposition of the each team membenicmncer
their perception of the on-going effectiveness of the inclusion team as tdrstiosal
and managerial impact on student growth.

Another instrument is the Co-Teaching Rubric, which assessed four components
of team-teaching with the last element divided into three categories. Thisriaat was
utilized by the researcher as an analysis of the inclusion team, then as@angn-g
component for examining specific areas of the inclusion process as welhaisiaga

ways for improving the effectiveness of the teaching team. The componenggiuitiliz



this assessment tool included (a) teacher-engagement, (b) instructagaisaric)

degree of student engagement, and (d) analysis of classroom routines. This-analys

utilized four steps that ranged from one to four where one is Weak and four is Strong.

The researcher then analyzed the four areas according to his observations gsiag on-

examination of the effectiveness of the teaching-team.

A final instrument consisted of two individual surveys, Survey | and Survey Il.
Survey | was taken from the research base of Melissa Deuchmann from the
Massachusetts school system and was based on the effective elementsiohinclus
practices. The second survey focused exclusively on the Welsh Model but was woven
within the fabric of the key elements of Survey I.

Research Questions
The guiding question for this study is: Does the Welsh Inclusion Model and its

practices positively affect student achievement as defined by statecahdthndards?

This study investigated research questions to support or nullify the guiding question:
1. What are the perceived effects of the Welsh Model on academic achievement
as it pertains to both classroom academics as well as demonstratddagrow
End-of-Grade Tests for exceptional children during the course of the academic
school year?

2. What instructional practices are team members utilizing in the inclusionmode

3. What are teachers’ dispositions about the team-teaching approach utilized in

the Welsh Inclusion Model?

4. To what degree are the perceived effects of the SILK (Spatial, ktrogy@nd

Kinesthetic) grouping of students into “pods” impacting academic growth?



Limitations
Limitations represent issues of an internal validity and may have antiopac
the outcome of this study.

1. Data recorded on the ITTAP Teacher Observation Interview measured
individual teacher dispositions indexed to the seven ITTAP domains, the result of which
was analyzed according to those individual dispositions.

2. Time constraints of an 18-week investigation placed limitations on this study. |
was conducted with a limited perspective of the inclusion paradigm as it was being
carried out in a narrow academic environment comprised of only two classrooms.

3. The implementation of the inclusion model was limited to 60 minutes per day.
Delimitations

Delimitations represent issues of internal and external validity thatrodrtHis
study from the perspective of its effectiveness in other circumstances.

1. This study was conducted in one elementary school in piedmont North
Carolina. Therefore, the results can only be generalized to the school in whistudlyis
was carried out. However, the results of this study can be pivotal in providing evidence
for or against the Welsh Inclusion Model and its impact on student achievement in
schools with similar demographics.

2. There are a number of inclusion models utilized within the public school
spectrum. This study encompasses only one model within one county in piedmont North

Carolina.



10

Definition of Terms

Co-Teaching RubricAn assessment tool utilized to evaluate the six components
of teacher engagement, instructional analysis, student engagementoolasauntines,
grouping of students, and classroom arrangement.

Inclusion/Co-teaching SurveyAn instrument that analyzes a number of elements
within an inclusion model focusing on areas of support, student assessment, and
instructional strategies.

Interpersonal abilitiesldentifies a student who has an ability to communicate
well with others. A team leader who possesses strong communication skills ane has t
ability to understand and interpret the temperaments, motivations, and moods of others
This group component is critical to establishing leadership and group cohesiveness.

Kinesthetic abilitiesinvolves students who process information via physical
movements incorporating the manipulation of physical objects for establishargrarty
between the mind and the body.

Linguistic abilities.ldentifies a student who has the ability to clearly use the day-
to-day operations of oral language, incorporating the elements of readwiityg,
listening, and speaking. This component is critical to effective communicatiomgam
groups.

Spatial abilities The capacity by a student to perceive his environment from a
visual perspective revolving around the ability to see shapes, colors, and vamosis f
from a cognitive point of view and be able to transfer such information in artstic f

ITTAP. Inclusion Team-Teaching Analysis Protocol is a descriptive instrument

designed to measure two factors: 1) To determine how well inclusion and in-class
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support teams perceive that they are functioning effectively and 2) tbtaasis in
improving instructional delivery to their students.

ITTAP matrix This assessment tool is composed of twenty instructional behaviors
divided into seven categories for assessing team-teaching performamoehati TTAP
domain. The seven categories include educational philosophy, perceptions of
administrative support, joint ownership of instructional responsibility, professional
growth, communication among teams, team-teaching mechanics, and teaitiser st

Pods A strategy utilized to create groups of 3-4 students within the inclusive
classroom where each student in the pod has a different learning modality. Thss jsoce
formulated by an in-class evaluation based on a learning styles invent@ynasse
component.

Welsh Inclusion ModelAn instructional model incorporating key elements of
teaching practices including the integration of four learning modalitietdkpa
interpersonal, linguistic, and kinesthetic). In addition, the incorporation of the team
teaching approach to implement instructional strategies serves asitid@ation of this
model.

Summary

Chapter 1 provides an overview of the magnitude of the accountability for public
schools and the continued level of assessments for all children at all levedsrésede
by the No Child Left Behind (2001) mandate. The evidence presented on the national
level is that our identified children, as described in category ten of the NCLB teasda
Students with Disabilities (SWD), continues to be the weakest area in dertiogstra

continued academic progress for special needs students.
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Chapter 2 includes a literature review that encompasses several kegstlasori
they pertain to addressing the academic needs of identified students in thegutdis.
The chapter opens with a discussion of the history of the inclusion movement coupled
with the design of the inclusive classroom. The chapter continues with an overview of
research supporting the need for placing a higher concentration or focus on thennclus
development in addition to identifying instructional practices that are incorgawétan
inclusion models. The chapter concludes with brief a description of various studies
conducted in the area of brain research and the cognitive impact on student retehtion a
its relationship to academic achievement.

Chapter 3 presents a detailed description of the research questions, participants,
research design, procedures, and instruments utilized in this study. The cbagligies
with the researcher’s limitations, delimitations, assumptions, and baftigrs study. In
addition, the use of a triangulation assessment component will be implementeddo insur

the element of objective accountability.
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Chapter 2: Literature Review

Overview

The literature review provides an overview of the inclusion concept coupled with
what research is advocating within school organizations and the impact on classroom
management and teaching practices. Topics discussed in this chapter inchisteria
of the inclusion movement, (b) the design of the inclusive classroom, (c) the various
teaching practices that are utilized within diverse inclusive models, arfte(ohpact of
grouping students based on their preferred learning modalities woven within tleeofabri
the cognitive sciences.
History of the Inclusion Movement

In the late 1700s, physician Benjamin Rush introduced the idea of educating
people with disabilities, but it was not until 1817 that the first educational program for
individuals with disabilities was established, leading to the creation of thegidan
Asylum for the Education and Instruction of the Deaf and Dumb in Connecticut by
Thomas Gallaudet. By the early 1900s, almost every state had some form obadocati
people with disabilities. Soon a movement to establish special classes evolved, not for
humanitarian reasons, but because educating handicapped children was not whated in t
public schools (Chavis, 1977).
Changes in Special Education

As the United States entered the 1960s, there were a number of international and
domestic challenges facing the country. With the sweeping implicatiohs &upreme
Court’s 1954Brown vs. Board of Education of Topeakecision, along with developments

in social policy, law, and public education, the federal government began to simula
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political actions, especially as they pertained to civil rights, in luldlits promises of
meeting the heightened demands of public schooling. After the launch of Sputnik in
1957, reform efforts in public schools took on a new meaning as they pertained to the
teaching of content and subject matter, especially in the areas of ratittseamd
sciences. Tied in to the new changes, the United States began revisitingsHieatisn
and categorization of public school students. From 1960 through 1968, the country began
its dramatic evolution in the areas of special education as the expansion of the mimbers
programs as well as the numbers of students began escalation. The introduction of the
term “learning disabilities” began to emerge on the scene as the categogpized for
assisting students with special needs; the linking of disability with theeaterof
minority status, cultural deprivation, and poverty began its attachment to thiga strigl
began to alter the views on etiology and the diagnosis of disability (Morrisors&e@Gp
1997).
Federal Legislation

With the continued involvement of the federal government on educational issues,
in 1966 President Johnson established a permanent Committee on Mental Retardation
(CMR) along with strong support from the federal government in backing the Ement
and Secondary Education Act (ESEA). This new federal mandate supported thennclus
of grants to states to support the education of children with disabilities along with
financial backing for research and projects in the area of special eduéatiamesult of
federal intervention, public sympathy, and a desire for action in support of disabled
students, special education began to take on a heighten status within the public domain

thus expanding national awareness of special education (Morrison & Cosden, 1997).
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On a national scale, increased recognition for the dignity of all citizengeelol
Within the context of the American society, parents and national organizationssuch a
the National Association for Retarded Citizens (now known as the ARC) begaseto rai
awareness by advocating for the rights of students with disabilities (Stiir2092).
Residential institutions, which for decades had been the locus of education andriteat
for individuals with the most serious disabilities, came under intense scrytbotliothe
federal government and the American public. The number of these institutions had grown
dramatically since the 1940s and, as more families began to institutionalssvérely
disabled, it became a common practice by physicians to recommend this $gpeicé
to families. However, with intense investigations into the living conditions of these
institutions, national leaders such as Robert Kennedy, along with Burtonididfted
Kaplan’s photographic essay “Christmas in Purgat@yatt &Kaplan, 1974)called for
dismantling the dependency on segregated institutions. In its place, therealldsraac
more normalized, community-based approach to caring for and educating ticislgrar
population which gained significant federal and state support rendering thetiomssi
more manageable populations thus reducing the crowded conditions and improving the
status of those individuals housed in these institutions (Scheerenberger, 1983).

As the sweeping developments in the practice of special education, evolved,
important elements begin to emerge on the national scene. The nationwide medih, as
as government interventions, began to lay the groundwork for massive changes in the
special education circle as to the development of new understandings and changes in the
taxonomies of the term disability — changes that brought about open forums in

educational research, policy, and teaching. Two key elements evolved from this
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development: (a) the advent of learning disabilities as a national terdefifying
children attending public schools, and (b) the connection of special needs students with
social conditions of poverty, cultural deprivation, and minority status (Franklin, 1994).

The continued increase in social awareness of special education began to have its
impact on the increase of children identified as special needs learnersEhieak
societies, along with federal and state legislation, were importantgantthe increase
in the identification of children with disabilities. More children became ifieadt
utilizing new benchmarks at both the state and national level for identifyingspeeds
learners, and as a result their numbers increased. Society now wanted tkese whibe
brought to school and accommodated in special programs underlying an increased
tolerance and understanding of a child’s restricted capability as svleavillingness of
families to acknowledge a child’s disability and to seek assistance for(hackie,

1963).

Even with the increase in the numbers of children being identified as special
needs learners within the public school sector, special education professioraatece
convinced that the numbers were insufficient in relation to need and demand. According
to a national study by the State Department of Public Instruction in \&rgnily 35% of
children requiring special education services were actually recetvaegording to
national enrollment figures. Romaine Mackie (1963), an analyst of speéciehtion

statistics, stated:

It has been demonstrated that most handicapped children can have satisfying,
productive lives if they receive appropriated education, training and care. Thus,
America cannot afford to ignore the gap that remains. (p.77)
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Because of this study, special education became further entrenched as a unique
and separate entity in public education and one that was gaining increasgrgti@co
by legislators, educators, and the American public.

The continued increase in federal legislation, coupled with a keen sense of public
awareness for special needs children, moved focus more on the integration aédlentif
children to be placed within classrooms with their non-disabled peers. According to new
federal mandates, as well as the latest court rulin@befti vs. Board of Education of
the Borough of Clementon School Distiiotolving special needs and identified
students, the call for mainstreaming special needs students in regularcctessias now
becoming a new requirement; school districts were being forced to utilaetladir
resources to determine the best placement for identified children.

However, it is important to note that the Supreme Court has yet to rule on the
inclusion issues. The circuit courts struggle to identify a clear assassntketermining
when the placement of an identified child into the mainstream of the educational
environment and culture is suitable. While most of the circuit courts hold that a
presumption toward inclusion should apply to special needs children, they differ on the
interpretation of the word “appropriate” and its implications towards the p&deoh
children in the most advantageous settings (Crossley, 2000).

Shortly after the passages of the Individuals with Disabilities Act (1975) and the
1990 reauthorization of IDEA, which required the placement of students with disabilitie
to be based on identified needs rather than categorical labels, the accoymtalpiiblic
schools rose to new levels. Soon after the passage of the Educate America9%et of

and subsequent IDEA amendments of 1997, federal mandates emphasized that
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educational goals must apply to all children regardless of their disabilitie

However, some scholars and researchers argue against the inclusion movement
stating that grouping students with disabilities together allows fouctsin that is more
efficient and less disruptive to the general education classroom. James d&g#fm
prominent figure in the area of special education, states, “The ideology ioicfukion
ignores or distorts the responsibilities we have to construct the most habyjtativel
restrictive environments we can for all of our students” (Kauffman, 1995, p.8-9, 14).

Such arguments have done little to slow down the inclusion movement and the
overall recognition with which the inclusion paradigm is progressing. Thesiuel
standard has also gained prominence outside educational difSl&slodayandThe
Wall Street Journahave all published articles within their professional publications
sharing the results of studies and proposed resolutions and policy changes supporting
inclusion in the educational arena (Villa & Thousand, 2000).
Design of the Inclusion Classroom

In the early twenty-first century, educators began moving from the concept of a
physical location as it relates to serving special needs children tcea at@gysis of
pedagogy and the overriding priority of understanding how to teach all children without
regards to their social or cognitive disability. In an academic ciimmatvhich Local
Education Agencies are developing inclusive plans, schools are being guided toiview t
paradigm as an integral aspect of the assurance that all children will hawgeashli
opportunities to be successful by incorporating those teaching elements thbébave

demonstrated to be useful tools in the classroom (Corbett, 1999).
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In their research in the area of inclusive education, Corbett and Norwich (1999)
state in their article, “Inclusivity and School Culturthat an inclusive school is one that
values all of its learners and ensures that teaching practices avpragiprfor the diverse
range of students and that the responsiveness to academic needs meets thre collecti
requirements of the students they serve. The design of this teaching approach
encompasses two critical elements of the teaching process, which intledes t
incorporation of learning styles and the connection of the student to the curriculum via
the interconnection with their peers (Corbett & Norwich).

Inclusion Philosophy

With the emergence of the inclusion concept, there are various opinions as to the
diverse types of inclusive models, specifically, what type may be more appedpria
particular school environment. Wayne Sailor (1990), a researcher for ther@alif
Research Institute, states that the context with which the idea of thentiulion”
model was created was simply an extension of the integration imperativeitinmoihe
Least Restrictive Environme(itRE) paradigm contained in the interpretative language
of Public Law 94-142. In addition, as the mandate stated, the reauthorization of PL 94-
142 was to allow for full participation of all handicapped students in the socialixndfe
the regular classroom to the fullest extent possible (Sailor).

With this event shadowing the inclusive movement, Forest, Stainback, and
Stainback (1989) designed a program in which nondisabled students and students with
special needs characterized the key component of the full inclusive model widerss
spent more time building critical peer relationships that are inherent to tessuof

exceptional children. Her research bears out that the development of sustained
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relationships with their peers created a self-dignity, and the creatiospefctdor peers
aided in social development that is critical to the success of developing a preducti
citizen in post school years (Forest, Stainback, & Stainback).

Teaching students to interact with their peers when faced with an academic
challenge is not a social skill that is developed naturally. Wade (2000a) stated in hi
research involving the study of inclusive models, discovered that the development of
shared inquiry by students is a skill that can be taught. In their findings theyetisd,
according to Freirean pedagogy, students could be taught the art of mqtivg within
a group setting if students have had the opportunity to create a bond of trust coupled with
the opportunity to develop a mutual acceptance prior to being involved in any shared
academic task. In essence, what they stated was that students withéedewelopment
of mutual understanding via a process of shared inquiry and not simply the tramsmiss
of unquestioned truths from an expert to passive students.

Foundations of Inclusive Practices

Traditionally, special education is seen as a separate educational systgetc
with teaching basic skills to students who have specific learning defieseand usually
involves the removal of special needs learners to a self-contained classrootaughbe
a curriculum that lacks both rigor and content (Validya, 1997). In her study ofiugclus
classrooms, Dorothy Lipsky (2003), Director of the National Center on Edudationa
Restructuring and Inclusion, has created a scaffolding of several elatredritsild key
elements into the fabric of the inclusion philosophy and have shown to be effective

practices in various inclusion models.
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Leadership of any entity has always provided the foundation on which any
successful movement or program is established. According to Lipsky (2003), itarder
assure the successful transition from a traditional school responsible fangesgecial
needs learners, principals and superintendents must assume responsibility for the
planning, implementing, and monitoring of the established programs. Without the
direction and supervision necessary to support any program, it is doomed to failure
regardless of the quality or philosophy behind it because there is nothing toitsssure
implementation and its success.

A second element necessary for the effective implementation of an inclusive
philosophy in a public school is organization. According to Gartner and Lipsky in
Inclusion: A Service, Not a Pladegth the district and the school are key elements in the
organizational process and serve as the foundation in implementing an effedtiseve
philosophy. The establishment of a school-planning group who oversees the inclusive
program is necessary in order to evaluate and monitor student progress within the
program. This faction should include all stakeholders including parents as well as
teachers, administrators, and teacher assistants (Gartner & L 20¢€k7).

A third component that Lipsky and Gartner list is to focus on instructional
strategies that are congruent in meeting both the needs of identified stndbets
inclusion program as well as measuring their impact on school improvement @seasur
The key to understanding this component is to broaden one’s vision as to what elements
create an effective teaching strategy (Gartner & Lipsky, 2007).

In the article “Moving Toward Inclusive Practice8urstein, Cabello, Sears,

Spagna, and Wilcoxen (2004) suggest several strategies for implementing tpeschan
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necessary to provide the foundations of successful inclusive practices. The imgnitor
and evaluation of these elements by a separate entity is necessaryaahgessuccess of
the curriculum (Burstein, et al).

Building a commitment for change is necessary to ensure that all stadeshoid
any program are committed to the goals and objectives of the programisBéeachers,
parents, and school leaders by their very nature are guided by their core mdlues a
beliefs, they must be convinced that this change is worth the efforts that vatjieed
for successful implementation of a program (Burstein et al, 2004).

Planning efforts are critical in the management of any program andeequir
especially in the early stages, an on-going effort to monitor the eleofahts program,
thus ensuring that students are successful in the inclusive classroomitittaktbat all
of the components of the program are built on the strengths and characteristics of both the
teachers and the students and is not solely an autocratic approach (Burst&iaQzst)al

Finally, the establishment of support via financial resources and schooltdistric
personnel provides the necessary foundations on which to build a successful inclusive
program. Teachers have consistently reported that the lack of support is the iezytdoarr
the success of any program, regardless of its origin (Burstein et al, 2004).

Types of Inclusion Models

One type of inclusion model that is utilized in public schools is Wang’'s Adaptive
Learning Environment Model (ALEM). This model combines a prescriptive learning
element, which is hierarchically organized into varying learning acswtiéh an added
exploratory learning component with an emphasis or goal on increasing a student’s

independence and self-confidence. It is designed to create an active learmogneent
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by which students can acquire basic skills while increasing theinebiit cope with
various academic demands. The instruction is individually planned and each student is
expected to move through the academic goals and objectives at his or her own pace. The
classroom is organized to facilitate movement through various academities;tivhich
allows the teachers to circulate freely about the room to provide instructroell s
feedback to individual students. In addition, students within this model are taught to plan
and monitor their own learning as well as to be responsible for managing indiaskel t
within certain time limits (Wang, Rubenstein, & Reynolds, 1985).

In addition to the program, Wang designed an assessment tool utilized to facilitate
and maintain as well as evaluate the ALEM model. The Data Based Stafbpreesit
Program was designed to assist teachers to improve their knowledge Bnd skdating
instructional experiences that are adaptive to individual student differémc¢lesir
evaluation and assessment of this model, Daniel and L.S. Fuchs (1998) reported that the
ALEM model improved relations between both the regular and special educatioerteac
The study showed positive effects of non-handicapped students serving as role models for
the identified children and increased the capacity of handicapped students to work more
independently (Fuchs & Fuchs). However, in another independent study of this model,
Zigmond and Baker (1996) stated through their empirical reviews that the prdgiam
not provide enough intensive teaching for the learning-disabled student and that the
services provided through this model did not have a lasting effect on long-term
achievement.

A second representation of an inclusion program is The Team-Teaching

Inclusionary Model. This program incorporates both a special education and regula
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education teacher joining to teach one set of students during the course of the school day.
In this model, the key element for success, as it pertains to both the teachiegt e
those students involved in this program, is that both teachers are equal partners. They
both contribute to every phase or component of the instructional day including planning,
assessment, and the equal sharing of materials and instructional timelidgtor
Walther-Thomas, Bryant, and Land (1996), effective team-teaching occurs when bot
classroom teachers have equal ownership of all aspects of the instrudaipnalkcluding
assessments, resources, and communication. In their studies, they foundcdtiee effe
team-teaching incorporates the need for the team to adjust schedules, essesstd
resource materials as dictated by individual and group needs (Walther-Thahgas e

According to Walther-Thomas (1996) and her research team, in her longitudinal
study she found that the co-teaching learning experiences enhance dstesati-of
special needs learners as well as increase their academic perdesyand social skills.
In addition, their research revealed that the teaching team benefited by inaveaged
job satisfaction and their instructional knowledge was broadened. However, the study
also uncovered that the team-teaching model required vital and key components to
increase the success of its objectives. Those included district and buildingléswvehg
times, administrative support and leadership, and balanced classrooms witkd limi
number of special needs students in relation to the total classroom enrollmehef¥al
Thomas et al.)

A third inclusion program is the Strategies Intervention Model (SIM), which is
based on the premise that all students should develop their potential as independent and

strategic learners across several key areas including acadsaouies skills, and intrinsic
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motivations (Tralli, Columbo, & Deshler, 1996). While this model mainly focuses on
secondary students, the program encompasses a three-step strategytimterve
curriculum. The model serves as a support that assists identified students into the
transition of the secondary academic culture. This process of transitioresegstrong
collaboration component on the part of both regular and special education teachers.

One of the first steps in this program is for the teaching team to outline the
curriculum elements along with a set of special goals and objectives outlities i
curriculum. Coupled with this outline, students are taught specific learninggséiafor
acquiring content objectives via comprehension strategies that allow fetelong
retention of content objectives. This objective allows identified students to develop a
coping technique or skill by utilizing a combination of identified strateglastwinclude
graphic organizers, connecting information to students’ prior knowledge on the subject,
and previewing content prior to instructional presentations by the teacher.tiorgddi
students are taught social interaction skills as well as motivational qeelsrihat
increase their interactions with their peers as well as positive connegttbrtbeir
teachers.

In his study, James Lerner (1997), a research analyst, concluded that orstructi
within this model does improve learning for identified students at the secordaty |
However, he cited the need for classroom teachers to have time to plan and implement
the strategies inherent within this model and be able to assess, teach, and hudeor s
progress during the course of the year (Learner).

An inclusion model that focuses on the education of very young children, birth to

age eight, is the Circle of Inclusion Model. This program is one of the most personnel-
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intensive inclusion models as it is primarily utilized in serving the very yodng of the
key components of this program is that it is utilized to transition very young chtlire
other educational programs and environments. A combination of staffing, parental
involvement, and the incorporation of qualified professionals provide the foundation of
this model.

A strong monitor element is part of this program as frequent meetings aie hel
review and assess the progress and needs of each student within this program. Key
stakeholders include the classroom teachers, parents or guardians of tlea amolved
in the program, medical and psychological practitioners, along with therapastsete
assistants, and others involved in the education of the individual child as well as those
instrumental in writing and implementing a child’s Individual Education Plan.

According to a study by Fisher, Pumpain, and Sax (1998) as it relates an
assessment of inclusion models for early childhood students, a major concernrits, pare
as well as other caregivers for special needs children, is the qualityiockseand staff
that are provided for identified children at this level. By participating ietimgs which
open the lines of communication between all parties involved in the education of the very
young, the concerns raised by parents and/or guardians are resolved lonthegfore
affect the instructional program or the student themselves (Fisher et al.)

Another key component of this model includes the opportunity for the
development of social, emotional, and interpersonal skills of the identified child.
According to J.M. Ferguson (1999), a researcher who completed a study on the personal
interactions of identified students with their non-disabled peers, statedhbatstudents

are encouraged to work together and interact both verbally as well as emyptiooradis
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begin to form as the foundation becomes established in understanding the cultural and
academic differences in each other. Simple exposure to disabled students isaebisuff
to build understanding and acceptance by non-disable peers; there has to be an actual
emotional interaction and involvement before social bonds can be developed (Ferguson).
The element of “active participation” is the foundation behind this model as it
allows students to become fully engaged in the teaching-learning proaess. & the
“High/Scope” method which comes from the research findings of Piagetjsssof
emotional development, each learner that is actively engaged in the learniegsproc
absorbs new information quickly as the child develops an ownership or attachment to the
information being presented in the lesson. The core of this premise is that cla&iren |
best when they are self-directed, allowed to choose their own method of learning, and
given guidelines and firm schedules with which they are to complete thertdiis |
model, teachers act as facilitators and do not dictate how the child will lessena g
lesson. Acknowledging this fact, a student within this model obtains a varietyrahbtpa
techniques created out of his/her own imagination thus establishing a foundation of self
confidence and an enthusiasm for learning (Cross & Walker-Knight, 1997).
The Impact of Inclusion
The inclusion concept continues to remain a controversial model in the field of
education because it encompasses social values and presents an acaddelmyvehic
which we teach children within the public schools. Today, there is no comparative data
available in the field of special education that advocates can point to as having had a
positive impact as it pertains to academics, graduation rates, preparatigghtar

education, or involvement in community or social issues. Therefore, currently a
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comparison between educational integration and inclusive programming cannot be done.

While there is no concrete evidence that the inclusion movement is influencing
academic gains by special needs children placed in those programs, there &fe ove
studies comparing the academic performance of mildly handicapped studbnesgwiar
education students within the public schools. According to Robert Weiner (2007), a
research analyst, there is evidence of academic growth for those @tkstifdents in
various inclusion models where the mildly handicapped children performed afthe 80
percentile while other identified students who were segregated scoredéf the
percentile on state and national assessment (Weiner, 2007).

A key study, as it pertains to the effectiveness of inclusion, was completed a
John’s Hopkins University involving a school-wide restructuring program. Tdggrgm
of study involved a comprehensive effort to involve family support teams, pofaks
development on behalf of classroom teachers, special reading and tutoring pr@grdm
eight-week assessments. In assessing the impact of the prog@ntroagroup was
compared to the inclusion model in several areas including language profjcieauting
analysis, student retention, and attendance. While the assessments showredgrow
reading performance for all students in both groups, the most dramatic impnéseme
occurred among the lowest achievers in the inclusion model. The fpadérs involved
in this study showed dramatic changes as it pertained to student retentiongolnttble
schools, fourth graders had a 31% retention rate while the inclusion model or
experimental group showed only a 4% failure rate. In addition, there werarsimil

findings in the attendance rates when the study compared both the control groups and the
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experimental groups together (Slavin, 1998).

While researchers are cautious in their conclusions, this analysis of amimclus
model did uncover some positive results from inclusion programs when compared to the
segregation of special education students. Some of these findings included d feduce
of human differences on the part of both identified students and their non-disabled peers
(Peck, Carlson, & Helmstetter, 1992). In addition, the study demonstrated gnowth i
social cognition on the part of both groups of students in the inclusion model as well as
improvement in self-concepts of the regular education students (Murray&8§e).

The development of personal principles and the ability to assume a supportive role
toward their fellow peers as well as an increase in creating warm iang fteends were

all key elements formed within the inclusion curriculum (Bogdan & Taylor, 1989).

As a final issue shared by the proponents of the inclusion paradigm, a 1989 study found
that over a fifteen year period (1973-1987), the employment rate for high school
graduates previously identified as exceptional students involved in various inclusion
models was 73% verses the employment of those students involved in the segregated
programs which was 53%. In addition, the study pointed out that the cost of educating
students in the “pull-out” programs was nearly twice as expensive as edulatmgt

the academic participation inclusion classes (Piuma, 1989).

In her article, “Everyone Learns From Inclusion; Specially Designstruction
Puts Students with Disabilities in Regular Class Environments,” Fleg(2002) states
that the philosophy behind an effective strategy is to first measure itstioyphow it
addresses the needs of the students. From her studies, she discovered that teacher

collaboration, cooperative learning, and modality grouping were all e#esiements of
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the inclusive classroom and have shown to be key ingredients in directing both special
needs learners as well as regular education students to successful@tzadss
(Flemming).

Typically, students with learning disabilities have varying acadetr@ogths and
weaknesses. Within the inclusive model, research is connecting an integoativac
to teaching which entails having a theme linking different academic areasapgroach
incorporates the utilization of individual learning styles, as dictated by ittzatidn and
incorporation of a learning styles inventory, thus creating the opportunity for staaents
cognitively make the connection to various elements of the curriculum and enhance
curricular meaning by allowing students to move at their own pace (Vaughn & 8chum
1995).
Teacher Collaboration

As mentioned earlier, teacher collaboration in an inclusive model, which consists
of both a regular education and a special education teacher, is the foundation upon which
all other elements of an inclusive model succeed. According to a study bly svielc
Sheridan (1993), collaboration is a process that must occur when two teachers are
working together to reach a common goal or objective for a student in a classroom
setting. This critical element of communication is an innovative way that pimiats
incorporate new instructional strategies that assist in the acadeoatiess of all students
and is driven by the attainment of academic goals within the inclusion teamlyihgler
this component, the context of inclusion is to allow identified students the opportunity to
be in the least restrictive environment as meaningful and productive members of the

academic community while maintaining high academic standards withindlosive
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setting (Welch & Sheridan).

Due to the reciprocal nature of the concept of collaboration, it is important to
understand, within the context of the inclusive model, that collaboration requirgsgpari
an open and equal sharing of information. The individuals who make up the professional
teams share not only knowledge as it revolves around their students, but also material
resources, which will be utilized in assisting students to reach and inter@eademic
goal. It does not imply that each member shares equal levels of skills andes@eri
quite the contrary, it means that there is established an understanding that, as a
professional team, collaborators are working together for the common good eeslssuc
of students (Wade, 2000a).

Elements of Inclusion

Another element of teacher collaboration involves a decision-making prbeg¢ss t
is common to all types of collaboration. Inherently, this process involves two sub-
components or skills that are embedded in this feature: problem solving and
communication.

Because the goal of collaboration is sharing the responsibility of resolving
problems as it relates to students within the inclusive structure, it often égcom
necessary, in order to move students forward, to generate possible solutions to academic
or behavioral concerns. The scaffolding of a plan of action, implementing a possible
solution, and then monitoring its progress are the cornerstones of the coleborati
structure. It is imperative that all stakeholders are involved in the gedtasolution, if
the situation merits it, in uncovering a constructive action plan to resolvertheras as

it relates to a student’s success (Walter-Thomas et al., 1996).
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Benefits of Inclusion

Working successfully with others in solving problems or concerns as they relate
to students involved in the inclusive classroom requires effective interpersona
communication skills. The key to effective communication is that the mestagese
conveyed are interpreted from the proper perspective. In other words, theipadiesd
in this process must be open and honest about the elements of the dialogue in question
with no biases or unforeseen barriers that can cause communication gaps or
misinterpretations of the conversation. Oftentimes, it may be necessapgetd back or
paraphrase the interpreted dialogue to the other person to ensure that both individuals, or
in this case classroom teachers, understand exactly what the conversation iscbout a
how the professional team is going to approach a solution for a particular studest (War
1994).

The adopting of cooperative learning and the incorporation of modality grouping
lays the foundation for two key and effective teaching components within the inclusive
classroom. In their article, “Making Differences Ordinary in Inclugassrooms,”
McLeskey and Waldron (2007) paint a clear picture of the inclusive philosophy as it
revolves around instructional practices. They state that successful indiasiseoms
are dynamic and change according to the needs of the students including the conte
being covered as well as the exchanging of available resources. It isantpbét
students with disabilities are provided the support that is as unobtrusive as pssible
that the rhythm of the school day is much like that of other students. In essence, this

provides the foundation for building inclusive classrooms (McLeskey & Waldron).
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The affective domain, a key element in the instructional realm and the fammdat
of cooperative learning, incorporates the component of emotion. Research has continued
to show that emotions have always played a key role in the cognitive processes of
retention and academic ownership and aid in the promotion of socialization; this effor
increases positive student interactions and aids in the social acceptanddyei etith
disabilities by their non-disabled peers. When a common bond of working towards
mutual goals holds children together, they develop an understanding of the unanimity of
purpose, both for the group and for themselves. This increases their cooperation, not
only among their peers, but also with their teachers, in addition to improvinglestit
towards the teaching and learning process (Fox, 1989).

The results of a study by Gilles and Ashman (2000) clearly demonstrated that
students with special needs benefited both academically and socially wheretkey w
provided the opportunity to work in a structured cooperative learning environment.
Interactions with their classmates as well as their teachers supp@iteefforts in
solving problems as well as the construction of new understandings from an academi
perspective (Gilles & Ashman).

Supporting this same approach, the Kaufholds (2006), in their boemk
Psychology of Learning and the Art of Teachsitare similar findings by stating that
full inclusion provides students the opportunity to prepare for the real world in which
they will live. The partnership between special education and generatiedisgaves in
helping break down the barriers between the identified students and their pedisaas we
aiding classroom teachers in gaining a respect for the learningeddts in their

students (Kaufhold & Kaufhold).
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Classroom teachers have always been encouraged to employ pedagogical
practices that promote active involvement of students within the teaching envitonme
One of those strategies often utilized by classroom teachers is the intorpofa
grouping students by various methods. Over the years, the concept of ability grouping
was commonplace among classroom teachers whereby students were gyouped b
academic ability according to various academic assessments. Whipeatiace may
have been useful at the time, research now shows that ability grouping is mubke like
pullout programs involving exceptional children where students are grouped and taught
with like peers who possess the same academic skills. According to Kulik and Kulik
(1991), this methodology was utilized to increase the compatibility of the group so they
can move together at the same rate of speed.

Arguments Against Inclusion

Paul Tornillo (1994), president of the Florida Education Association, believes that
the inclusion paradigm is all too frequently forced on classroom teacherspdspd to
deal or work with special needs children - teachers who do not have the resources,
training, and other supports necessary to teach identified students appropriately
Consequently, the special needs children are not provided the appropriate attention and
care needed to become academically successful in the regulan@hasbr addition,

Tornillo argues that the increased pressure of federal and statetlegsslas well as the
public domain, to raise standards for all students, regardless of their handicapping
condition, does not make sense in forcing inclusion on classroom teachers not prepared to

work with these children (Tornillo).
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The American Federation of Teachers (AFT) in recent years urged a moratorium
on the national rush towards full inclusion because many of its members were cdncerne
that many of the special needs children who were being served in the regdeyarias
were monopolizing an inordinate amount of time, as well as resources, fromgukee re
education students. Additionally, more evidence was being produced that, in some cases,
the creation of violent classroom environments began to emerge on the acadeenic sce
(Sklaroff, 1994).

The Council for Exceptional Children, during their 1994 national conference,
issued a statement that began with an endorsement for a continuum of services to be
available for all special needs children, including various placement optioidectns
regular classroom, and that these services should be tailored to serve individiera s
needs regardless of their identified status.

The inclusion movement in public schools also sparked concerns about parents of
identified students. According to Thomas Skrtic (1991), Professor of Education at the
University of Kansas, many parents were concerned that the primary redpgrugibi
teaching their identified child was now becoming the legal responsibilityyafae
classroom teachers. As Skrtic pointed out, their concerns were forged out of thei
struggles to obtain appropriated services for their children and to have someone not
trained as a special education teacher would bring about a loss of advocacy. (Skrt

In addition, two groups of special needs students, which were also concerned
about the advent of full-time inclusive services within the public school domain, lveere t
deaf children’s advocates as well as the parents and guardians of thetgifeedss O.P.

Cohen (1994), administrator for the Lexington School for the Deaf, in his studies in the
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area of special education, points out that inclusion is inappropriate for most switlents
hearing impairments. While communication among peers is critical to theigegmd
social development of all students, most deaf students cannot lip-read efyantihe
regular classroom setting. Backing his concerns with quantifiable cesgatings, he
points out that the greater intellectual gains made by deaf children, wheren@icom
language and culture abide, includes the utilization of sign language. Even wit
educational interpreters, students identified in this category miss mémgy @tperiences
that are part of the inclusive environment. Consequently, the most appropriate academi
setting for the hearing-impaired student is a residential school within a cotyrafini
students possessing the same handicapped condition (Cohen).

The question of inclusive practices as it pertains to other special needsrclsldlso a
concern of parents in the area of the gifted programs. The issue is stilabnevolves
around appropriate services provided to identified students. Advocates, with research
support, believe that gifted students are better served in an academic commaoitiégy of
gifted children while others promote that gifted children should be a part adsr@bm
where students are heterogeneously grouped with their peers who have vaiensiac
abilities. However, as previously mentioned, parents and advocates of special needs
children, regardless of their identification, believe that providing specialeretss that
meet special needs are paramount to aid in the success of exceptional childrentand that
move away from that concept is a step backwards. Parents are reticeowthatlto
happen to their children (Thompkins & Deloney, 1994).

What Researchers Say Regarding Inclusive Practices

Over the course of the past three decades, few issues have given rise to more
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discussion and apprehension than the topic of inclusion. It is an issue that can be argued
from both sides, but the overall rationale and benefits of the inclusion movement have
more roots in moral and civil rights issues than in an educational paradigm. Though
written within the Constitution of the United States, individual rights issues hung in th
balance of the American culture long before the inclusion movement. The launch of
Sputnik, the beginnings of the Cold War, and the Civil Rights movement were all
international issues that played a part in opening the doors to individual rightsassues
they pertained to both academic and social affairs (Stainback, Stainback, & Bunch,
1989).

Legal Issues

On the heels of these events, Congress, in 1975, passed the groundbreaking Public
Law 94-142, or more appropriately called the Education for all Handicapped Children
Act. This law mandated appropriate education for all students attending publicsschool
regardless of their handicapped conditions, and required that they be placed in the least
restrictive environment for educational purposes. The law further provided thexgvordi
that disabled children would be afforded a free and appropriate education and that the
education should be taught within the confines of a regular classroom to the futest ex
possible (Public Law 94-142, Education for All Handicapped Children Act, 1975).

Then in 1990, Congress passed the Individuals with Disabilities Education Act,
which updated PL 94-142 and further strengthen the two elements of a free and
appropriate education coupled with the placement of identified children in the least
restrictive environment. A key to understanding these laws is that while thendsv

itself to a strong accountability component as it pertains to the public school’'s
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responsibility in teaching the special needs children, it does not abolish allsseioegpt

the regular classroom. While the law is clear in providing more alternatiatare
restrictive when the regular classroom has been shown to be inappropriateyshthéoc
falls on searching for a continuum of placement options in order to provide the right
assignment for those students identified with special needs. In plain lantheage
mandates are requiring the schools to make a significant effort to find anveclusi
solution for the special needs child. However, the question comes into to play: How far
are schools required to go to find the correct placement for exceptional childremgequir
special services (Rogers, 1993)?

Over the course of the past several years, the courts have considered thaninclusi
of children with even the most severe disabilities in the mainstream of publiatieduc
However, none of the decisions handed down by the courts have required full inclusion
with some decisions indicating that mainstream education may not be appropriate. Toda
the courts are leaning heavily on the decisions handed down in the case of Daniel R. R.
verses State Board of Education (1989) in regards to making decisions on the inclusion of
exceptional children in the mainstream of education.

Daniel was a six-year-old boy who had been identified for receiving $pecia
education services because of his moderate mental retardation. Given his devigbpme
age of two to three years, he was placed in a pre-kindergarten classroom fatag hal
and then placed in a special education classroom for the remainder of the school day.
After consulting with the pre-kindergarten teacher who reported that Darselava
mastering the necessary skills and, in addition, was taking up inordinate amounts of the

teacher’s time, the school decided to place him full-time in the special education
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classroom at which his parents protested. The case was taken to the distrigtlgobr
affirmed the decision of the school. The parents then appealed to the Fifth Conedit C
of Appeals, which developed a two-pronged test to determine if the school district’
action complied with the spirit of the Individuals with Disabilities Education Ade
test asked whether the child, with supplemental materials and services, could be
successful in the regular classroom. The second part of the test asked ¢thdtif a
cannot be mainstreamed using services and supplemental aids, has the child been
mainstreamed to the maximum extent possible. The court found that the districetiad tri
several alternatives to assist this child and therefore determined the lsati@oimplied
with the mandates of IDEA. It was the outcome of this case that the courtsltoow f
the two-prong test in answering the question as to a district’'s attempetihgithe
requirements of the Individuals with Disabilities Education Act (Daniel R.[State
Board of Education, 1989).
Levels of Inclusion

Another area of debate is the issue of greater versus lesser inclusionubayt He
(1994), Professor of Law and Education at Columbia University, points out there are
several critical points upon which both proponents and opponents of the inclusion
movement can find common ground. First, there is a consensus that with appropriate staff
development more students could be better served in the regular classroom depending
upon their specific disabilities. Second, it is also generally accepted treatrestarch
along with improved coordination of services between special education and general
education would improve both communication and the quality of services provided to

exceptional children. In addition, Heubert also underscores the inherent need for strong
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administrative support on part of both the local school as well as from central office
personnel.

In contrast to the commonalities between both groups of inclusionary resesarcher
there are major philosophical assumptions from both the proponents of inclusion as well
as those favoring segregated education. Those professionals who favor grasiemincl
practices within the public schools believe labeling and the segregatiomabledis
students promotes a lower self-concept within the student and attaches lewiacad
expectations. Proponents also believe that children who carry the disabilityreabet a
truly disabled but are only limited in certain abilities and that everyonénbamsotvn
strengths and weaknesses that vary from one individual to another. Along with this
paradigm, proponents of inclusion also believe that classroom teachers who have only
low-ability children tend to have lower expectations of their students. In @ulditiey
also believe that the exceptional children’s curriculum is watered-down andatoes
represent a quality, standard-based curriculum. It is also their belistdlaints who are
in segregated classes tend to stay in segregated programs whdegtfaublic schools.
However, perhaps the strongest element within their philosophy is that faudsihte
laws support inclusionary practices based on the outcomes of previous cases citing
mainstreaming practices (Heubert, 1994).

In contrast to this philosophy, there are a number of professionals and researcher
who maintain that special education students are better suited for acdlyemica
segregated practices within the public schools. They believe that students who have
disabilities are different from their non-disabled peers and are bettedswithin pullout

programs that meet their individual needs, which are identified within their Individua
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Education Plans (IEP). Individuals who do not favor inclusion programs also have a fear
that inclusion programs will increase the allotted budgets for both localtenuca
agencies as well as individual states. As part of their philosophy favoriregaésp
education, they believe special education teachers do have high expectatibais for t
students and that the special education programs are appropriate for the stugents the
serve. In addition, they believe that more individualization takes place vh#hjpullout
classes as teachers have fewer students and can spend more time hesatiagemic
needs of each student (Heubert, 1994).
Implications for School Leaders

The support for implementing any type of inclusion program within public
schools needs to address various issues facing both school leaders and classroom
teachers. There is no doubt that the inclusion concept brings to the forefront basic human
values such as academic equality, educational freedoms, and the right fotsstoide
immersed in an environment of social egalitarianism. However, key issuebenust
adequately addressed in order to bring to the surface those matters thatcakiiia
and social opportunities. Shirley Hord (1992), Scholar Emeritus at the Southwest
Educational Development Laboratory in Texas and a leader in promoting edatati
change among school leaders, suggests that public schools address fundamestal iss
that are vital for successful change within the inclusion paradigm. Thoseissluee
guality staff development for teaching teams thrust into the inclusive moventbeativi
an adequate background in teaching special needs children. In addition, schools must
incorporate value-laden educational services to all students within anyonaisdel

and be able to provide adequate and quality materials that will address eaclualdivi
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student’s needs including both regular and special needs children (Hord).

Before any school plunges into any major restructuring program as it revolves
around the inclusion movement, school leaders must incorporate a careful and thought-
out time element and move slowly in the direction they feel they need to go. It is
imperative that each school district articulates a clear vision of thesioniand that this
is shared and accepted by all key stakeholders. In addition, it is also tngitcaach
school identify and provide quality staff development that will enhance quality
instruction for all students and provide for their staff the skills needed to support and
carry out the intended changes. An on-going monitoring system is also a key eléement
any successful program as well as providing timely assessmentar® timat all goals
and objectives of the program are being met. Finally, school leaders mush keiepl i
that changes often bring about issues and concerns among their staff andrthbtlitiyei
to address concerns adequately will be critical in implementing a sfiddeslusion
program (Hord, 1992).

The Welsh Model

The Welsh Model is an inclusion program that is divided into four phases with
each phase incorporating elements of inclusionary practices that integyiates
components of team-teaching coupled with an array of instructional steatiegie
addition, the program also presents, within the instructional component, different
character elements for modeling positive human interactions.

Phase lis Large Group Training, usually consisting of no more than sixty staff
members. The large assembly consists of classroom teachers, adiois|strad

curriculum coordinators from the same school system. In this phase, individugaiwil
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knowledge of team-teaching theory and principles of instructional modification via

highly interactive sessions. This phase presents the first opportunity wheverseare
introduced to the team concept whereby they will teach a lesson with another team
member. The goals of this phase are to teach the participants that timeireclasion

model and give them the opportunity to teach with another individual as part of a
teaching team. This phase of training can be extended to three days to incorporate
specific examples of grade level/core content curriculum adaptatioritdimshis

experience that all participants learn the meaning of failure, a planngubrent of this
phase, as they attempt to respond to a teaching experience guided and maniputated by t
presenter.

For example, the group receives an assignment disguised as a simpléosigg-a-
and all participants fail at this task as they attempt to meet the goals antivelsj set out
prior to the assignment. The leader or presenter then uses a pre-selectedntoluntee
record and direct the group responses to the activity. As the responses aredcirbet
the group, they begin to find themselves responding from the perspective as ajteachin
team. The observers, which include central office personnel and administratersgobs
the group’s responses and evaluate the lesson presentation as to how effeatva it w
reaching pre-established goals and objectives. Participants wik er@asual organizer,
which is utilized as a response sheet. An explanation of the teaching model isepresent
and participants indicate their varying comfort levels with the model on tle¢ Jtee
presenter illustrates key instructional and philosophical points throughout the
instructional period by carefully manipulating the responses of the pantisiffdaines &

Donaldson, 2001).
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Another pre-selected volunteer then reteaches the lesson with the presenter
incorporating the suggestions of the group and utilizing a team-teaching appraach. |
within this specific activity that observers and participants begin to dis¢mw
instruction can be modified to fit various student leaning modalities and how all student
within the group can benefit from the instructional modifications (Welsh, 2001).

A third team-teaching demonstration is conducted, but this time with the goal of
presenting the theory of multiple-intelligences. The presenter teadwasept seven
times, each time highlighting one of the various intelligences. From thisgotire, each
of the participants rate their level of comfort as well as their levedrmpecehension and
how they feel this element fits within their academic and professional &Lilthe
participants then evaluate all three team-teaching demonstrations\gtailist of
behaviors exhibited by successful team-teaching teams from across thg (dlatsh,
2001).

Near the end of Phase |, participants then begin to work in groups of two. Existing
teams who are attending the session will work together to compare and cbmetrast t
various intelligences that they feel will be utilized within their own ctawss during the
coming school year. Other participants will create temporary teanisef@urpose of
gaining experience in working with and designing various instructional agpEedor
classrooms. In addition, a discussion of group dynamics within a classroom utilizmg onl
the verbal-linguistic intelligence is demonstrated showing the partisipla@atrustration
of some students who have weak language skills and how different instructional
approaches are key to assisting all students, especially special educ#di@mchow to

succeed within the classroom (Haines & Donaldson, 2001)
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Phase llis the Demonstration Phase where demonstration of various lessons are
presented within the classroom with students using a lesson plan generatereguyltre
classroom teacher and modified by the trainer. During the course ofgba,lebservers,
including special education teachers, are in the classroom watching the leagon be
presented to a class consisting of both regular education and special educatios. student
Both the trainer and the regular education teacher teach the lesson tdgatbeing the
lesson, all stakeholders meet, discuss, and evaluate the lesson presentation. This
component or phase of the model is carried throughout half of the school day, which can
incorporate two to three different lessons being taught in several classtdaimass(&
Donaldson, 2001).

Phase lllis the Deep-Training Cycle whereby six teachers are chosen from
individual schools to be trained for three days in various aspects of the inclusion model.
This phase includes three separate teams being trained simultaneouslingooisistee
regular classroom teachers and three special education teachers. tadoltdwing
should precede this phase of training:

Pre-training observations - Staff members who are selected foraihiadgrmust
have completed both Phase | and Phase I

Completion of thénclusion Team Teaching Analysis Proto¢idITAP) — Each
member of the teaching teams completes a confidential, 20-item quesgonnair
Perceptions of the teams are analyzed and a pre-training report is gefreratthis
data.

Baseline observation by the trainer — Each group team-teaches a lesson together;

the trainer observes and collects baseline data and then sets goals fimtbaged on
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the observation and the data analysis.

During Phase Il six lessons will be planned, taught, and evaluated by the
observer. Each general education teacher teaches two lessons, one with trentlaine
one with their special education teacher. During the training, the pantisipél do the
following:

Reorganize the classroom to facilitate multi-modality teaching

Learn to trust their teaching partners
Implement diverse instructional strategies
Incorporate both teachers into the instructional process

Emphasize student-centered instruction

Communicate with administrators

Assist other team teachers with planning and preparing all lessons

Following each lesson, the teachers who taught the lesson will assesdwbgmse
by using a rubric, which was developed by the trainer. Both team memberssaeulssli
the response of their students to the various instructional modifications alongeiith t
shared responsibilities during the presentation of the lesson. All teams & ¢eiveal
assessment by the computer-assisted observation software designeddgehe t
(Welsh, 2001).

An action plan meeting involving all classroom teachers concludes this part of the
training. During the conference, the outcomes of the training are discussetl as
various issues that may have arisen during the course of the training andstemolas
presentations. A plan of action is created to implement positive changes that may b

needed for individual teams as well as individual teachers (Welsh, 2001).
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To reiterate several previously mentioned components of this phase, each regular
classroom teacher will submit lesson plans to the trainer who will thenhakearse
objectives and incorporate a number of different teaching strategies im¢ssba
format. The day prior to the lesson, the trainer asks the regular classrcber tegplace
her students into pods consisting of the three learning modalities of linguistial, spat
kinesthetic. These individual groups or “pods” will now be referred to as the SILK
groups (Spatial, Interpersonal, Linguistic, and Kinesthetic). The gabé&@ILK
grouping strategy insures group diversity and allows each student to contriinaitiei$
or her own learning strength. The color-coding of students facilitategrthiping
strategy with nametags utilizing a specific color code for each idengifgodality. The
following day the trainer will then meet with one of the three regular dassteachers
and together they will plan the presentation of the lesson. During the actual pr@sentat
of the lesson, the other two teams will be observing inside the classroom while the
regular classroom teacher and the trainer are conducting the lessontibonaddhe
other two teams, curriculum coordinators and school and county office administrators
present during the course of the lesson presentation (Welsh, 2001).

Phase lllalso encompasses two key elements that are critical to the foundation of
this particular phase of this model. In this stage, teachers are taught dbzens
instructional strategies with which to teach various elements of the aoiittum. In
addition, all members of the team are taught key elements of successfiesehing
and are given the tools with which they can assess their team’s dailygs.ofnes

assessment tool is given detailed description in chapter three (Welsh, 2001).
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Phase I\Ms the Follow-Up stage whereby teaching teams are evaluated from two
perspectives. One is the internal assessment where teams utiliz& Alireteam-teaching
behaviors tool, which are indexed to the Seven Building Blocks of Team Teaching. Then
two external assessments are made, one from the administration of thelHoochksid
one from the curriculum coordinators. If it is determined at any time thatrarteeds
assistance in order to continue to function as an effective unit, Mr. Welsh would return to
the school system and provide an intense assessment of the team and the situation and
provide services as needed (Welsh, 2001).

Today, the Welsh Model is utilized and implemented in a number of North
Carolina counties including Buncombe, Camden, Harnett, Haywood, Henderson,
Jackson, Lincoln, Moore, Pemberton, and Randolph. In addition, the model is being
utilized at the Crossroads School in Georgia and the Boardman School District in Ohio.
The Impact of Brain Research

Susan Greenfield (2000) in her vidédl, in the Mind: Understanding the
Complexity of the Braimreveals that all aspects of human experience, including the
grouping of students in a public classroom, can be explained in the physical @saxfess
the brain; learning is a much more personal event than has ever been realizedoim addi
to what students may internalize in the learning process, the value placed arglbgrni
both parents and teachers on the academic process are critical elemeatsighiest the
foundations for future academic accomplishments (Greenfield)

Caine (2005) uncovetsvelve action principles that he groups around several key
elements of the teaching and learning process including instruction, studessprgce

and the development of a learning climate that is conducive to a student’s emotional and
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academic growth. In his bookearning Principles in Action: The Field Book for Making
Connectiongainestates how vital it is that special needs students feel they are part of
the learning environment and have opportunities to bond with both classmates and the
classroom teacher (Caine).

Sprenger (2002) testifies to the fact that understanding the elements and insight
of the composition of learning behaviors and the biochemical reactions that detiér@nine
key elements in the learning process for students lays the groundwork foripgeaent
new paradigm in educational research. The key aspect in understanding timg learni
process, states Sprenger, is revealing a new awareness of how childrérofaan
academic perspective.

Sousa (2000), in his bod#kow the Brain Learndyreaks down his research into
non-technical language for the classroom teacher by explaining from ait@blog
perspective how the brain processes certain behaviors and then ties it io specif
instructional strategies for long-term retention and academic pnegebsaddition,
Sylwester (2000) takes this knowledge a step further when he revealeatassr
management as a process that hinges on the biological-ecological peespkitte
cognitive research. In essence, an understanding of the functional element of the
biological background of the learning process can, in fact, create cladsebawiors
that are conducive to student learning and thus create an atmosphere that is not
academically artificial, but allows students to connect this knowledge by@&nbats
meaning.

As educators, research scientists, and psychologists begin to uncover new

possibilities in the area of the cognitive sciences, students armgneetv paradigms in
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understanding the processes of comprehension and long-term retention. Much of what is
known about the brain and the learning process has only been discovered in the last
twenty-five years. For the first time, scientists are able to sh&linternal infrastructure

of the human mind and the processing of information and its impact on the learning
process (Parry & Gregory, 1998).

Recent discoveries have shown that the internal structure of the brain, in
processing information, has to make sense of knowledge by being able to construct a
meaning with that knowledge and then has to apply that information to what already
exists in the brain (Caine & Caine 1991). By connecting new knowledge to old
information already stored in the brain, the cognitive infrastructure begiaketo t
ownership of the information, then stores it in long-term memory. This is why it is
critical that when classroom teachers are presenting a new cdmaethtey teach it in
such a way as to try to connect the new information to some previously taugtgtconce
with which students can make a connection, thus taking private ownership of the new
concept, and storing it in long-term memory (Caine & Caine).

Gardner (1983), after years of conducting a number of studies, created his theory
on Multiple Intelligences. While there remain a number of critics of hisrelsethe
early foundations established by Gardner have led the way for more intstuglies in
the area of the cognition, thus opening new doors for understanding the process of
comprehension and the teaching-learning process (Gardner).

In his book,The Frames of MindGardner (1983) establishes the foundation of
what he calls his multiple intelligence theory. From extensive studiedn&a

recognized the early beginnings of his theory on eight different intelligenbes) have
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laid the groundwork for more discoveries in the area of academic abitityever, it is
important to understand the concept of what Gardner calls the “developmenttdityajec
of the various intelligences. In his research, Gardner undergirds his thebey of t
aptitudes by stating that while the research provides a definitive@mt@ach of the
intelligences, from a neurological perspective, they are interdedete tend to operate in
a well-orchestrated and integrated component (Lazear, 1999).

Carolyn Chapman (1993), in her bodkthe Shoe Fits: How to Develop
Multiple Intelligencesn the Classrooni lays the groundwork for the brain-compatible
classroom in providing the best facilities available for optimum academitiyr
According to Chapman, the establishment of an atmosphere of trust and belonging is a
key element in laying the foundation for future social and academic successhidc
must feel that he or she is part of something important and feel they will able to
contribute to the learning process that is being established within the classroom
(Chapman).

Another key component established by Chapman (1993) asserts that the content
of the curriculum must have some relevance to the students who are involved in the
learning process; research has found that when students understand the lesson outcomes,
along with the goals and purposes of the lesson, they become more involved in the
teaching process.

In addition, Chapman (1993) states that the teaching environment should be a
place where the learner can see his or her own work being displayed, thugaeati
reminder of their academic efforts. This includes providing places for coltalmra

learning with their peers, a gathering place for discussions with thelreteand a place
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for independent work along with the exploration of a learning center.

A final disclosure of Chapman’s (1993) study revealed the need for students to
develop a respect for learning differences among their peers. When the@hmateri
presented in a variety of ways with regard to and recognition of a studenég gdef
learning modality, students are exposed to the cognitive diversity of thes; jaes
creating exposure and recognition of their differences.

Summary

The literature chapter reviews three key elements of the inclusi@namas and
the efforts to redefine the paradigm of the inclusive philosophy and its impact on
academic achievement for special needs learners. First, the desigimaefukion
classroom lays the foundations on which to build a successful program by incorparating
philosophy of academic success that is inherent into the paradigm of the classroom
teachers.

A second element of a successful inclusion model is to incorporate effective
instructional strategies that have shown, by research, to be effective imgeacti
teaching all students involved in the inclusive process including both regular students as
well as special needs learners.

A third and equally critical component is to understand the aspects of the
cognitive sciences in relation to how the brain processes and retains informatien t
taught in the inclusive classroom. With the continuous evidence of what research is
revealing to the educational community, implementing this element into ttiertga

process is key to establishing a pattern of academic success withioltisgoin model.
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Chapter 3: Methodology

The purpose of this case study examined the implementation of Welsh’s Inclusion
Model at a targeted elementary school. The study covered two classroomsentpigm
the inclusion curriculum consisting of students ranging from the fourth to fiithegr
This study provided feedback to both the administration of the targeted school and to the
Local Education Agency. Chapter 3 describes the (a) research questions, (lpgpdstici
(c) research design, (d) procedures used to conduct the study in a non-biasedrsetting, a
(e) procedures used in the data collection and analysis to determine eaubaodKi
perception of the inclusion model as to the instructional effectiveness of theanclusi
team.
Research Questions

The researcher has evaluated how well the targeted elementary school has
implemented the Welsh Inclusion Model by collecting and comparing information fr
the principal, two inclusion teams, and the Director of Elementary Education. Four
guestions guided the study.

1. What are the perceived effects of the Welsh Inclusion Model on academic
achievement as it pertains to both classroom academics as well as
demonstrated growth on End-of-Grade tests for exceptional children during the
course of the academic year?

2. What instructional practices are team members utilizing in the inclusionmode

3. What are teachers’ dispositions about the team-teaching approach utilized in

the Welsh Inclusion Model?
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4. To what degree are the perceived effects of the SILK (Spatial, ktrog@nd
Kinesthetic) grouping of students into “pods” impacting academic growth?
Study Design

The case study method chosen by the researcher is a study method that focused on
a particular academic culture. Historically, case studies have beendutilizeany
professional fields including political science, sociology, social work, andusari
psychological areas. It was in the late 1960s and the early 1970s when case studies
became an accepted method of research. In her investigations, Merriam (1998jsont
that a case study in education, as well as other professional areas, isnateqgit
methodological option for researchers when there is a focus on a partidiles that
impacts various academic endeavors of an institution.

This case study provided a description of the co-teaching model in an inclusive
classroom at the elementary level and moved the concept of co-teaching from a
prescriptive phase to a descriptive practice. The Welsh Inclusion Model pckgetitis
paper describes co-teaching as a collaborative relationship between the ckgpsiroom
teacher and the special educator. The researcher observed in two difféusntenc
classrooms involving two different inclusion teams teaching at various gnagls.IThe
design for this research is a qualitative case study. According to ArE68), a
gualitative case study consists of a concrete set of elements encompassventory of
characteristics for qualitative research. He stated that qualitaseanch occurs in a
natural environment which allows the researcher to “get a feel” for the ezhaati
setting. The qualitative approach will utilize multiple methods of data colfect

consisting of interviews and teacher surveys and will conclude with a foous gr
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dialogue encompassing various themes that emerge from the data analgsigd bf
research is evolving and may change or be developed as the study unfolds.rA furthe
emphasis by Creswell states that qualitative research is subjectrpoategon and that
the researcher “filters data through a personal lens that is situated cif@& spe
sociopolitical and historical moment. One cannot escape the personal intenpreta
brought to qualitative data analysis” (p.182).

The case study design allowed the researcher to assess the implementat
Welsh Inclusion Model through a wide variety of instruments and attempt tiy ¢heeri
differences of opinions on the study and highlight how these dispositions have impacted
the result of the final analysis (Merriam, 1998).
Procedures

To undertake this study, the researcher interviewed the principal (See Appendix
A), the teachers of the inclusion teams (See Appendix E & F) who completed two
surveys that addressed specific elements of the inclusion model, and the Director of
Elementary Education. The questions on both surveys were correlated to thle critica
elements of the model, which were matched by themes. In addition, the inclusien team
utilized an internal assessment (See Appendix H) that addressed key issinethes
inclusion team. The administration also completed a survey (See Appendix G) to provide
observational data about the implementation of the inclusion model. Additionally, all of
the above-mentioned individuals, with the exception of the Director of Elementary
Education, participated in a focus-group interview, which explored the inclusion model in
more depth. As an added element to this study, the researcher utiipe@iemching

Rubric (Appendix l)that encompassed six key elements of an inclusive classroom and
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assessed the inclusion model from those six perspectives.

All of the instruments and surveys were given to a similar group of participants
another LEA to insure the reliability and validity of each assessmentQaektions in
the focus group evolved from the results of both the surveys and the interviews. Again,
the interview questions were discussed with a similar group of particifgastsure
reliability and validity.
Participants

Three teachers that make up the inclusion classrooms patrticipated in th@mclusi
study through a targeted elementary school. Two teachers are regultreduc
classroom teachers and the one teacher of exceptional children served batminclus
teams. Each team participated in both the survey as well as the focus grozigwnte
Each classroom has an average of 22 students in their respective classrooms. The
principal and both inclusion teams participated in a focus group interview and camplete
a survey. In addition, the administration participated in an interview wheredhg Was
on administrative assessments of the model in order to add more depth to this study.

Instruments

The researcher collected information from the principal interview quastion
(Appendix A), the inclusion teams surveys (Appendix B & C), the Administrative $urve
(Appendix D), the Inclusion Team-Teaching Analysis Protocol (Appendixes E, F, G, H)
and the Inclusion Co-Teaching Rubric (Appendix 1),

The teacher survey was used to collect information from classroom teacher
targeted elements of the inclusion program and the general components of the Welsh

model. The principal survey, along with the administrative interview, provided
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observational data about the implementation of the inclusion program at thedtargete
school. In addition, Survey |, geared specifically towards the inclusion teambens

was adapted from those developed and utilized by Melissa Deutschmann, Director of
Special Education for the Middleborough School District in Boston Massachusetts.
Spencer (1995) based this survey on materials €omating Inclusive Classrooms:
Effective and Reflective Practices

The surveys used with the teachers and the administration provided information
about the daily classroom instructional activities as well as the colatno component
of the Welsh Model. The Co-Teaching survey (Survey Il) instrument is dividedivet
sections to help the researcher compile and classify the results inttegiaress. The
survey will include (1) professional training and staff development, (2) student
engagement, (3) professional Support, (4) instructional strategies, (5) ess@nd (6)
the perceived ownership of the model.

The principal interview (See Appendix A) was used to provide an overview of
how the inclusion model will be implemented within the targeted school. During the
principal interview, the researcher focused on the role of the principaliastarctional
leader within the implementation of the inclusion model.

Another instrument utilized in this study is tmelusion Team-Teaching Analysis
Protocol (ITTAP). It examined two components of the inclusion team. It assisted in
determining how effective the inclusion team functioned in its instructionakedgto
students and how to assist teams in improving various elements of the inclusion team in
its teaching program. The ITTAP incorporated the composition of twentytie@ching

behaviors that were indexed under seven domains, which comprised the building blocks
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of team teaching under the inclusion program and are recorded on the ITTAP Behavior
Analysis sheet. Each of these behaviors is broken down into an analysis whereby the
teams can adequately assess how they are moving in specific directiomdl #ratance

the effectiveness of the teaching team. There are two forms of the ITH&im A,

which is utilized by the regular classroom teacher to assess various @ntgofihe
inclusion team and Form B, an assessment by the exceptional children’s teacher,
assessing the same elements as Form A. In addition, it is important to no&eithiztaen
member will utilizes this instrument independently.

An added instrument designed to evaluate an inclusion model and the inclusion
teams is thénclusion/Co-teaching Survdé$urvey 1).This instrument looks at
administrative support, adequate resources to support the inclusive classroom, and
reflection upon the instructional strategies incorporated in the team-tgawbdel. This
instrument utilizes a set of sixteen questions focusing on the previously mentioned
elements of the inclusion program.

The last area or method of data collection was a focus-group interview that
included the principal and both of the inclusion teams. The focus group was tape-
recorded to enhance and clarify various elements of feedback thaednrem the
discussions within the group.

The format of the focus groups proceeded with the administrators and the
inclusion teams into one final assessment of the data analysis to cresgteea cl
understanding of the perceptions of both groups as demonstrated by both the surveys and
the interviewing process. The interview questions evolved from the themesget ar

within the data analysis from the various instruments. The researcher latedghe
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data from all sources to identify themes that emerged from the study. mbipari
interview, the administrative survey, the Director of Elementary Educstiomey, focus
group interview, both inclusion surveys, the Co-Teaching Rubric, and the Inclusion
Team-Teaching Analysis Protocol were all a part of the analysis &¥éh&h Inclusion
Model. Triangulation in a case study is an essential element that isargdedselp
eliminate researcher bias within the study (Gall, Gall, & Borg, 2003pré&gously
stated, multiple research instruments were incorporated to maintainyahdit
reliability within the research analysis.

The researcher analyzed (a) the surveys, (b) the interviews, andf@@uke
group interviews by recording key words or phrases from the various instruments and
then grouping those words or phrases by themes. Repeated concepts were higiridhte
those concepts were combined into an overall theme.

The researcher asked questions revolving around teacher dispositions and their
ability to cover all of the objectives of the inclusion model. The researcher lomked f
various levels of knowledge as it pertains to the inclusion curriculum from all of the
participants at the central office, school administration, and the inclusion teams
Survey Descriptions
Inclusion/Co-Teaching SurveyParticipants were asked to respond to a 5-point scale
survey and to answer questions that included the following areas: (1) professional
training as it pertains to the inclusion model, (2) student observations and engagement,
(3) administrative support, (4) instructional practices, (5) professional cesp@nd (6)
ownership/site-based decisions as they pertain to the model. Responses werasranked

follows: 1= agree, 2=disagree, 3= strongly agree, 4= strongly disagreadéeided.
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Inclusion Team Teaching Analysis Protachis instrument is an internal survey for
inclusion teams to analyze the key elements of team teaching. This instrument
incorporates a team analysis with twenty team-teaching behaviatedfeom a
longitudinal study that evolved from intensive research encompassing remlikspexial
education teachers, administrators, and support personnel from 15 states. This study took
place from 1992 to 1996 to establish initial data for this instrument incorporating
hundreds of team-teaching lessons from 8 states conducted from 1995 to 1997. The
responses from this instrument also utilized a 5-point scale on two levels to answer
guestions that included the following professional elements: (a) educationabphijps

(b) scheduling, (c) team-ownership, (d) professional growth, (e) communic#Yion, (
professional status, and (g) team-teaching mechanics. Responses wenleasafttlows
depending on the type of question asked: 1= strongly agree, never; 2= disadkee, rare
3= undecided, sometimes; 4= agree, usually; 5= strongly agree, always.
Administrators Surveylhe administrative survey incorporated the use of a 5-point scale
addressing the same issues and concerns facing the classroom teachers, dout f
administrative and observational perspective. The survey addressed (a) oppoftunities
continued professional growth as it pertains to the model, (b) observations of students
within the model as it relates to student performance, (c) observations of tisancl

team as it relates to inclusion teammenship, (d) instructional practicetaaamom
management, (e) and the perceived administrative paradigm as it remalved the

perspective of internal ownership of the model.
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The survey results were evaluated as either a positive response, a negative
response, or a neutral response. The principal, and central office admirsssateeys
differed from the classroom teacher’s survey as to the various elemastestment.
Classroom teachers answered the survey questions as it related to tpertperef
various elements of the inclusion classroom, while the principal and central office
administrator responded to the survey questions as they related to their observations of
how the Welsh model is being implemented at the targeted school.

Data Collection

Data was collected using the previously mentioned instruments, which include the
surveys, interviews, and a focus group interview. The researcher requestesioa to
conduct the research and to explain the purpose of the study, which was granted by the
Executive Director of Curriculum for the LEA and the Director of ElemgriEaucation
doing a joint meeting at the perspective school. The researcher thentimitewi
principal to explain the purpose of the study and to establish a timeline at thedarget
school.

After receiving permission from the Executive Director of the LEA, the
researcher scheduled a meeting with the inclusion teams at the targetdd Hoa
researcher explained the purpose of the study and the benefits to both the targeted school
and the LEA. The patrticipants were assured their survey informatiorewidlin both
confidential and anonymous. Each participant was given a survey that was preithded w
a number in the right hand corner for the purposes of separating the distinct assessm

groups.
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The administrators received their surveys from the researcher with thensumbe
the right hand corner. They were asked to place their responses in an envel@berand r
to the researcher within a five-day timeframe. After the surveys wdeetsal, the
researcher made another contact with the targeted administration to detiafsame to
meet with the inclusion teams. It was at this time that the resealtsbeea up a time to
interview the principal. Each interview took approximately 30 minutes. All of the
participants were tape-recorded to assist with details of the responsdktaswaintain
anonymity.

After reviewing the data from the surveys and the information collectedtfre
interviews, the researcher met individually with the focus group. This included the
administration at the targeted school and the inclusion teams. The focus groupwntervie
of the inclusion teams was held at the school from which the study was conducted.

After reviewing the data gathered from the survey results, the intexvaawl the
focus groups, the researcher addressed specific elements of the resedimsques
presented at the beginning of this study. Information derived from the ITTABnTestt
was utilized to measure various elements of the inclusion team as it pettaine
instructional practices, team collaboration, and student engageme@oIfeaching
Surveywas incorporated to measure administrative support as well as thdiathliaad
supplication of materials needed to support the inclusion model. Finally, the interview
from the inclusion teams, as well as from the administrative staff at botlentral office
and the targeted school, infiltrated the study to add depth to the final analysthas

academic impact of the inclusion model.
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Summary

The purpose of this study examined the implementation of the Welsh Inclusion
Model at a targeted elementary school in Grades K-5 via two inclusionaroolass
This model encompassed both exceptional children with varying disabilities| aswe
regular education students. This case study provided feedback both to the fatdty of t
targeted school as well as the local education agency. This chaptereatetueiimethods
and procedures utilized to conduct the study as well as the data analysis. Chalbter

present the findings of this study.
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Chapter 4: Results of the Study
Introduction

The purpose of this case study evaluated the implementation of the Welsh
Inclusion Model in a Pre-K-5 elementary school located in the Piedmont of North
Carolina. The study encompassed both a fourth and fifth grade classroom comprised of
approximately 43 students and two inclusion teams trained in the Welsh Inclusion Model.
The focus was on the Welsh Inclusion teams with a concentration on its impact on
various elements of the inclusion model, which included instructional delivery, the
grouping of students, and the level of teacher engagement or collaboratioh,(20655).
Using two surveys, one which was developed by Melissa Deutschmann from the
Middleborough School District in Boston Massachusetts and the other that focused
around the Welsh Inclusion Model, the researcher compared the teacher ssuitsytae
the administration and the Director of Elementary Education of the seletiea s
district results by collapsing responses and charting answers to the guestipns.

There were several opened-ended questions, which evolved from the results of this
analysis. The written comments are discussed by theme in chapter 5.

The researcher interviewed the principal to discuss the monitoring tools, the goals
of the inclusion program, and the professional development required to implement the
Welsh Inclusion Model at the selected school site. The final method of reseaststed
of a focus-group interview. The group consisted of a fourth and fifth grade inclaaion t
and the administration of the school. The Director of Elementary contributed to the stud
by participating in the administrative survey. The questions for the discussien w

developed from the surveys and the interview responses. To determine the themes of the
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study, the researcher studied the responses from the surveys and the intediews a

extrapolated key words or phases that emerged from those replies. Those rasponses

collapsed into themes. By comparing the information from the various resotees, t

researcher was able to see where various elements of the information pbdgtssat

paradigm levels.

The following six tables depict the emergence of various themes extrapolated

from the assessment instruments and the key words that evolved from those themes.

Table 1

Professional Development

Assessment Tool

Key Words

Teacher Survey | & Il

Principal Survey

Director of Elementary Education

Focus Group Interview

Received quality training/4 days/Teaming
strategies/Instructional model

Inclusion classroom developmentally
appropriate/Adequate materials for teaching
all students/Teams provided with quality
training from which we expand on the
information and training given to us

Adequate training is provided

Added to the formal training to meet
needs for our students/Modified model to
meet the various “tiers” within our
classroom




Table 2
SILK Grouping Strategy
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Assessment Tool

Key Words

Teacher Survey

Principal Survey

Director of Elementary Curriculum

Focus Group Interview

Key element to student academic growth/
Allows for various instructional strategies/
Aids in meeting individual academic needs/
Assists in maintaining high time on task/
Enhances the integration of subject matter/
Allows for multiple assessments

Decreased behavior referrals/Effective
instructional strategy/Positive interaction
among all students/Allows students to
capitalize on their cognitive strengths/
Allows for a variety student engagement/
Environment conductive to higher time on
task/Decreased office referrals

SILK is only one process of this inmtusi
model/There are other models from which
the same objective can be accomplished

Modified grouping to meet the mechanics
of our classrooms

Table 3

Amount of Time for Team Planning

Assessment Tool

Key Words

Teacher Survey
Principal Interview
Director of Elementary Curriculum

Focus Group Interview

Team planning is limited
More team planning is needed
Not observed

More time needed to fit daily

schedules/ Ideal is to meet with inclusion
teams then share our findings with rest of
faculty/ESL/AIG/Deaf programs




Table 4

Importance of Inclusion
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Assessment Tool

Key Words

Teacher Survey

Principal Survey

Director of Elementary Education

Focus Group Interview

Allows for equal access to the
regular curriculum for all students/
Provides positive role models for
behavioral identified students/ The belief
that identified students can be successful
within the standard curriculum/Both
teachers have equal access to all students
and share equally with instructional
responsibility/Allows for experimental
teaching incorporating new strategies

Academic equality/Positive role
models for regular education
students/Teaches students to their
cognitive strengths/Allows for a
variety of instructional approach

Inclusion is a positive step in
academic equality and in providing
positive role models for our
behaviorally challenged students

Strong common philosophy among
inclusion team members/Still mis-concepts
among faculty as to what inclusion means —
still thought to be a low class/
Misconceptions among parents as well- still
believe inclusion is for lower students and
some parents do not want their child
associated with this classroom




Table 5

Need for Instructional Materials
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Assessment Tool

Key Words

Teacher Survey

Principal Survey

Director of Elementary Curriculum

Focus Group

Adequate resources for instructional
purposes/Could use additional
materials

Adequate curriculum materials to
teach to many learning modalities

Adequate curriculum materials to
teach to many learning modalities

Need more materials that fit all of
the learning needs of all of our
students/Central office needs to
more aware of this need and assist
with funding
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Table 6
Student Academic Growth

Assessment Tool Key Words

Teacher Survey Meets individual needs for both
identified and regular education
students/Allows students the opportunity for
creative expression of their knowledge/
Students have a higher time on task/
Deterrence of behavioral issues/Allows
students the opportunity to utilize their
individual learning modalities

Principal Survey Equal opportunity for academic
success for all students on standard
curriculum/IEPSs followed with
modifications when needed/Less
office-discipline referrals

Director of Elementary Curriculum This is only one model that contributes to
the educational process/There are others that
could address the same issues of student
growth

Focus Group Interview Strong team morale/Common philosophy
among team members/Strong team bonding/
We see daily growth with our students but it
takes time for it to show up on EOG scores-
some formal evidence is seen from
last year

Description of the Sample

The participants for this study consisted of two inclusion teams from the fourth
and fifth grades. Both inclusion teams consisted of a regular fifth gradateduieacher
and a regular fourth grade teacher with an exceptional children’s teachieg se the
support teacher for each team. The Director of Elementary Education and the school
administration participated in both the surveys and the interviews in addition to the focus

group conference.
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The researcher met with the Executive Director of Curriculum for the dlgng
with the Director of Elementary Education in an informal session. From thisngeet
explanations surrounding the purpose of this study were shared. In addition, background
information involving the school provided information as it revolved around the teaching
staff involved within the study. The school engaged in this study is a Title | sghabi
assisted with the funding of the implementation of the Welsh Inclusion Model. In
addition, a third grade inclusion team incorporating the Welsh Model was also thet of
inclusion program, but was not directly involved with the study except to offer '@edba
via an interview on their perceptions of the Welsh Model.
A Closer Look

What are the conditions at this school that warranted the implementation of an
inclusion program? First, of the 595 students enrolled at this school, 109 or 18% of the
student body has been identified as special needs learners. Secondly, the required
Adequate Yearly Progress (AYP) benchmark for the current school year (2007-2008) for
the Students with Disabilities (SWD) is 76.7%. Currently, only 48.9% of its idehtifie
students are meeting that benchmark in reading and only 31.1% of the identifiedsstudent
are proficient in Math in grades 3-5. Given this analysis, the federal nedmalaplaced
the school in School Improvement Status. Given this information, it was obvious that
changes needed to be forthcoming. At this point, the implementation of the Welsh
Inclusion Model was coupled with extensive training and inclusionary assgssme

order to meet these standards and improve student success.
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Presentation of the Data

Research Question #1. What are the perceived effects of the Welsh InclusionmModel
academic achievement as it pertains to both classroom academics as well as
demonstrated growth on End-of-Grade Tests for exceptional children during the course
of the academic school yealfd reviewing the feedback from both Teacher Survey | and
Il and the administrative survey, evidence is given in relation to the pedcsiudent
progress as it relates to academic growth for special needs children.itsttierfey
(Survey I) where the focus is exclusively on the concept of the inclusion parddrgen

of the inclusion team members or 75% of the teams “strongly agreed” that thbptel
students with disabilities were making progress. The remaining teamien or 25% of

the inclusion teams “agreed” that special needs students were making iacadem
improvement as revealed in Question #3. The administration also felt thatigdkentif
students were receiving an adequate education within the model although there &vas som
difference of interpretation as to how this was achieved. In Question #2, thefissue
one’s educational philosophy was addressed; a key element of a strong inclusion tea
With this question, it was found that 75% of the inclusion teams “strongly agregd” th
special needs learners can receive a quality education within an inclusicanprogpnile

25% “agreed” they could. There was a feeling on the part of several team ra¢halbe

the inclusion program was a key element of success for identified learthexsgal they

all agreed that the model was providing an avenue of academic success ibeddent
students. Again, utilizing Survey | where the focus was exclusively on theiorclus
paradigm, both inclusion teams addressed the issue in Question #16 that they believed

that students with disabilities, along with their non-identified peers, should haale equ
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access to the same curriculum where modifications are implemented ardivadiual
Education Plans are closely followed (100% Strongly Agreed). The admiioistaéso
felt this was a critical element to any inclusion program and agreed witimndivegs of
the inclusion teams.

In Survey I, evidence continued to demonstrate that students with disabdities c
receive a quality education and be allowed to have equal access to the saakicuas
not disabled students as it deals exclusively within the Welsh Inclusion Modg| deith
teams felt that the model is conducive to the academic growth of special tusksiigss
as it was addressed in Question #8. Overall, 50% of the team members felt that they
“agreed” that the model was favorable to academic growth of identified stwdsites
50% “strongly agreed” that the Welsh model addressed academic needs ¢fingaesa
learners. However, the administrative thoughts were divided in this area. hedhe a
where the inclusion teams felt that both regular and special needs |edrarershe same
curriculum, both teams “strongly agreed” this was a critical elementrvihiei Welsh
model (Welsh, 2005) as it was revealed in Question #20. The administration thoughts
were equivalent on this finding. The inclusion teams also believed that the inclusion
process provides special needs students equal access to the regular cumibidons a
critical element in any inclusion model (Question #6). On this issue, all teamhene
stated they “strongly agreed” on this critical question, as did the adntioisira

The following table depicts the interpretation of this data derived from Surveys |
& Il as they are applied to the educational process from both the classroom tpersgsec
well as from an administrative position. Given this study evolved from the foundations

surrounding all case studies, there were a limited number of both inclusion teaberne
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as well as administrators. Therefore, the data derived from the previcersiypned
instruments, will be limited to only two inclusion teams and only two administrators
Table 7

Perceptions of Implemented Components of the Welsh Inclusion Model

Components Teachers  Administrators

Agree Agree
N=4 N=2

Learning Environments
Classroom developmentally suitable 100% 100%
Organization of classroom 100% 100%
Organization of student routines 100% 100%
Grouping of students into pods 100% 50%
Curriculum and Instruction
Pacing guides aligned with state standards 100% 100%
Quality and adequate training 100% 100%
Sufficient resources 75% 100%
Adequate support 100% 100%
Insufficient planning time 100% 100%
State objectives aligned with pacing guides 100% 100%
Students work in a variety of groupings 100% 100%
SILK grouping of students is an effective
instructional strategy 100% 50%
Modifications for identified students a
incorporated into each lesson objective 100% 100%

A variety of instructional strategies
incorporated into each lesson is conducive to 100% 100%
student comprehension



The Model allows us to evaluate students from a
variety of assessments

Components

Educational Philosophy

The model is conducive to academic growth of
identified students

The model allows for all students to share the
same curriculum

Connecting with students’ preferred modalities
increases student motivation and academic
success

| have had input into this program

| have seen concrete evidence of amic
success for our identified students
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100% 100%

Teachers Administrators

Agree Agree
100% 50%
100% 100%
100% 100%

100% 100%
100% 50%

The overall perception, as depicted within this chart, is that both the inclusion

teams, as well as the administration, agree that the inclusion model does prgvide ke

elements for academic success within the inclusion program as it addhessekvidual

needs for identified students.

Research Question #2. What instructional practices are team members utilizieg in t

inclusion model?The Co-Teaching Rubric is an instrument that encompasses four key

elements of assessment for classroom observation already mentioned én thodphis

study. They are (1) teacher engagement, (2) instruction, (3) student eegagamd (4)

organization of routines, which includes the physical arrangement of the room and the

grouping of students. It is important to note that both inclusion teams are not only

familiar with this instrument but also often utilize it to assess other inclusams within

their school.
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The instruction component focuses on various instructional strategies and
practices that the inclusion teams are utilizing within their classrodmesteBearcher
focused on this one element during the six 60-minute observations of each lesson for both
the fourth and fifth grade inclusion teams
Day One In the %' grade classroom, the researcher observed 10 instructional practices
that encompassed therbal/linguisticapproach to the teaching of a reading lesson. Mini-
lectures (7 minutes) were given at the beginning of the lesson to defineotisdati the
students as well as allowing for clarification of the assignment. Iniawdldihere were 8
visual/spatialapproaches to the teaching of the same lesson withoidr/kinesthetic
instructional approaches. Also during this period, the inclusion team exchanged role
different times during the instructional process so that one individual teachaotvas
responsible for the lesson presentation. There were 2 occasions when students
participated in student-conferences, allowing time to discuss variousrgkeof the
reading concepts within their selected groups (25 minutes). On 2 occasions,usiemncl
team served their students as facilitators and as additional resourcésrfaation.

The fourth grade inclusion team also had 60-minute lessons revolving around the
same format as the fifth grade inclusion team. In this classroom, thecreseabserved
17 different role changes among the inclusion team. During the course cfdbie, lthere
were 6verbal/linguisticinstructional strategies implemented during the lesson on rain
forests. In addition, there werevBual/spatialteaching strategies implemented and 2
motor/kinestheti@pproaches. There was one segment of the lesson in which students
worked within their teams and discussed the various concepts of the lesson on rain
forests. Again, teachers served as facilitators within this lesson arsbasces for their

students and they monitored student progress during the course of the lesson as they
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moved around the room taking part in student conferences. The student discussion lasted
approximately 12 minutes.

Day Two.The teacher introduction of the lesson on reading vocabulary began with a
power point presentation on each vocabulary word utilizing a combination of both

pictures and sounds along with a verbal definition for each word. In addition, a chart in
the back of the room served as a visual reminder of the vocabulary words for the week.
During various conversations that took place during this lesson, the teachers and student
continuously verbalized each vocabulary word in various sentences, building a context
around each word and allowing students to create meaning for each word usingnheir ow

perspective and meaning.

Within the context of the lesson, members of the fifth grade inclusion team
exchanged roles 21 times during the course of the class presentation. The8dmedre
student conferences revolving around the lesson in additiomisndl/spatialand 7
verbal/linguisticinstructional presentations. The members of the inclusion team also
served as facilitators on 5 different occasions during the lesson. In additrenwtre 17
motor/kinesthetiinstructional components added to the lesson format.

The regular education teacher opened the fourth grade lesson with a mystery bag,
which immediately captivated the students’ interest. As she removed eadioitethe
bag, the students would attempted to guess how each individual piece (rubber bands,
corks from bottles, paper, and various fruits) may have evolved from their previous day’s
lesson on the rain forest. The researcher noted how the rain forest theme continued
throughout the day as the inclusion team tied the classroom environment to their lesson

on the study of the rain forest.
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During the course of the lesson, the inclusion team members exchanged roles 41
times as each team member contributed to various segments of the lessoniaim, addit
there were &erbal/linguisticand 5Svisual/spatialinstructional components presented
within this lesson. Again, there were 2 student conferences along with Htatge
discussion of the lesson. Additionally, there weractor/kinesthetienstructional
components added to the lesson design. The researcher noted that during discussion times
there was a high rate of student engagement where every student (18) conwitheed t
lesson in some aspect, which presented to the inclusion team each child’s understandin
of the concepts being discussed as they revolved around the lesson.

Day ThreeDuring this observation, there was a strong element of student conferencing
and interaction. The class divided into their “literature circles” to discugsgabooks

the students had selected to read. Students were grouped according to thgileealdin

and could move up into other reading groups depending on how they progressed during
the course of the academic year. The exceptional children’s teachdrdegdup of

special needs learners where reading levels were below grade |lelestédent kept a
notebook where each member of the circle had a responsibility of leading and discussing
specific elements of the book the group was reading. The regular education teacher
“floated” to the other five literature circles to monitor progress andhsgeall students

were on task. In addition, the regular education teacher monitored the proghess of t
students’ notebooks as they move through each element of the literature cirdhe, whic
consists of the Discussion Director, Literary Luminary, the Connector, arf@htracter
Captain. The researcher noted that an exceptional children’s assistant edoaitdrat

times led the advanced group of readers during the literature circle compotient of



78

lesson.

The inclusion team changed roles 14 times during the class discussion and there
were 9verbal/linguisticstrategies implemented, along witlvi8ual/spatial and 7
motor/kinestheti@approaches employed. The researcher noted that due to the high volume
of student conferencing during the class, there was less use of other elgintteaits
instructional process.

The fourth grade seemed to follow the same instructional pattern as theddth g
by incorporating the utilization of student conferencing for the lesson. Whike were
24 exchanges in teacher roles during the class discussion, there was only 1
verbal/linguistic, visual/spatiaandmotor/kinesthetiteaching strategy utilized during
the course of the lesson due to the implementation of “Literature Circles/é¥ér, both
inclusion team members circulated to observe and monitor the progress of students
during the course of the lesson. The researcher did not observe any of the various
instructional components due to the Literature Circles; however, the clasgiidose
follow a familiar pattern of student grouping where student conferencing and inged se
as the basis for instruction.

In reviewing the data entries from the Co-Teaching Rubric (Appendix I), the
researcher found that during the fifth grade observations the inclusion team edchange
roles 26 times during the course of 3 lessons. In addition, the fifth grade inclusion tea
presented 3 lessons that encompassea@l/linguisticinstructional strategies along
with 17 visual/spatialand 35motor/kinestheticThe fourth grade inclusion team moved
much higher in the area of exchanging roles where the team recorded a totanas82 t

while utilizing 15verbal/linguistic,14 visual/spatia] and10 motor/kinesthetiteaching
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strategies. The benchmarks for assessing each of these strateg@stained within the
Co-Teaching Rubrias referenced in Appendix | where the four elements of this
instrument, a) teacher engagemeninb)ruction, c)student engagemerand d)
organization of classroom routines and expectatwasneasured according to the

following criteria:

Exceeds Expectations......................teaching behavior observed 3 times
Meets Expectations......................... teaching behavior observed 2 times
Approaching Expectations...................... teaching behavior observed 1 time
Does Not Meet Expectations....................teaching behavior not observed

In assessing these various instructional elements, it can be seen thatrheth tea
fall along the continuum of either “meets expectations,” or “exceeds ekpastaas it
pertains to the Co-Teaching Rubric instrument as noted by the number of observable
behaviors.

Research Question #3. What are teacher dispositions about the team-teaching approach
utilized in the Welsh Inclusion Modelhe ITTAP or the Inclusion Team-Teaching
Analysis Protocol is an instrument designed to measure two key components of the
inclusion team: a) It is used to determine how well inclusion and in-class suppust tea
function, and b) to assist teams in improving service delivery to their students. This
instrument measures data on a two-part scale as being “functional” os“need
improvement” as it is aligned to the 20 ITTAP teaming behaviors (Appendix F), which
are indexed under Seven ITTAP domains (AppendixAZlomain is considered a

strength when the growth potential for that team lies under 30% for eachietkentif

behavior with each team having the potential to reach 100% as functioning at the top of
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the percentage scale in each of the seven domains. A rating of 70% or highersraticate
area of strength for that individual team, while the remaining percerdpgesents an

area for growth. In addition, the ITTAP measures the degree to which both te
members share a common perception of the teaming relationship and its impact on
student achievement.

In Ttable 8, the findings reveal the fourth grade inclusion team exceeded each of
the twenty Team-Teaching Behaviors in every category. Ten of the Teaafing
behaviors demonstrate how strong the fourth grade inclusion team is ag# telat
supporting each team member as to the sharing of ideas and how they are incbrporate
into the daily lessons. In addition, the data reveals a strong compatibilitgeretaam
members in areas of philosophy and instructional strategies. The weakesttach still
falls into the 70th percentile, leads into the category of both members teachingdrom
perspective of whole group instruction. The data from this teaching behavior did not
reveal as to why this element met the minimal standard.

In the area of the Teaching Domains, which undergirds the twenty Team-
Teaching Behaviors, findings depict the strongest area from the edutcptidasophy,
which means each team member considers each other a valuable member afgios incl
team. The only area that depicts any weakness is the area of Joint Ownerstipbyhi
definition, expresses a common purpose and the ability to share materials and other
resources. However, with a benchmark of 70% representing a passing grade the da

still demonstrates a functional rating in this area.
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ITTAP Results Team-Teaching Analysis Protocol fo6G4ade Inclusion Team

Team Teaching Behaviors Percentages Rating
Evidence of joint planning 80% Functional
1 H O
Support teacher’s idea accepted 100% Functiona
Support teacher’s idea incorporated 100% Functional
Both teachers have access to all students 100% Functional
Both teachers have access to all facilities 100% Functional
Both teachers teach to whole group 70% Functional
Teachers have various approaches to instruction 80% Functional
Teachers have compatible approaches to class 100% Eunctional

management

Both teachers capable of sharing leadership roles 90% Functional

Both teachers capable of role release 90% Functional

Both teachers have verbal access to lesson 90% Functional

Teachers evaluate the effect on teaming _

on instruction and students 90% Functional

Teachers'keep track of each other during lesson 100% Functional

presentations

Teachers conference during lesson 90% Functional

Evidence of exchange of professional skills 100% Functional

Teachgrs use team-teaching as a way to practice 90% Functional

new skills

rl(()egghers feel comfortable with the team-teaching 100% Eunctional

Teachers consider team-teaching model to be 0 Functional
: 100%

effective

Both teachers agree on curricular focus 100% Functional

Teachers share instructional responsibilities 90% Functional

during the lesson
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The analysis of the ITTAP for the fourth grade inclusion team finds that all 20
areas of the team-teaching behaviors are “functional” with no “needs impeatem
evident. The area listed underowth Potentiadepicts the region where inclusion teams
have room for improving in that specific area with Tieeal Growthdemonstrating the
total percentage listed for that particular area or domain. As can be sednd9,Tthe
overall assessment for the fourth grade inclusion team finds it well above thanda

highly functional team.

Table 9

ITTAP Results Team Teaching Domains for Fourth Grade Team Inclusion Team
Team Teaching Domains S(r)?g\;]ttri]a GTrg;[/\?tllf
Educational Philosophy 3% 97%
Administrative Support, Time, and Scheduling 10% 90%
Joint Ownership 11% 89%
Professional Growth 10% 90%
Communication 10% 90%
Status 6% 94%

Team-Teaching Mechanics 10% 90%
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ITTAP Results Team-Teaching Analysis Protocol foG8ade Inclusion Team

Team Teaching Behaviors Percentages Rating
Evidence of joint planning 80% Functional
) H 0
Support teacher’s idea accepted 100% Functiona
Support teacher’s idea incorporated 100% Functional
Both teachers have access to all Students 100% Functional
Both teachers have access to all facilities 90% Functional
Both teachers teach to whole group 90% Functional
Teachers have various approaches to instruction 80% Functional

Teachers have compatible approaches to .

0

classroom management 100% Functional
Both teachers capable of sharing leadership roles 100% Functional
Both teachers capable of role release 100% Functional
Both teachers have verbal access to lesson 100% Functional
Teache_rs evaluate the effect of teaming on 100% Functional
instructions and students

Teachers'keep track of each other during lesson 100% Functional
presentations

Teachers conference during lesson 100% Functional
Evidence of exchange of professional skills 100% Functional
Teachgrs use team-teaching as a way to practice 90% Functional
new skills

r:(()egglhes feel comfortable with the team-teaching 100% Functional
Teachers consider team-teaching model to be 100%
effective Functiona
Both teachers agree on curricular focus 100% Functional
Teachers share instructional responsibilities 90% Functional

the lesson
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Of the twenty team-teaching behaviors within the ITTAP, the data reveahéhat
fifth grade inclusion team exceeds each of the standards set forth in each becigor
functioning as a high level inclusion team with its only weak area fallingeimegion of
joint planning and divergent approaches to instruction. Even with that area, the team is
still highly functional when compared to each teaching behavior found within the
confines of the ITTAP. Given the Twenty Team-Teaching behaviors, the datdsre
that the fifth grade inclusion team achieves 100% in 14 of the teaching behaviors. The
lowest category, which still ranks as functional at 80%, is the area of Jaimtimy,
which is a component outside control of the inclusion team. As is revealed in the
interviews, it was ascertained that team planning is a concern from both team’s
perspectives as well as that of the administration and will be a prioribekbryear’s
schedule.

The results of the ITTAP Team Teaching Domains for the fifth gradesiociu
team demonstrate a high-functioning team where there is literally no essagresented
in the data analysis. The area of administrative support and the mechasa®-of t
teaching, while important, mostly revolve around external forces that miagnoé the

team, but show little or no effect within this model.
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Table 11

ITTAP Results Team Teaching Domain&-sade Inclusion Team.

Team Teaching Domains Growth Potential Total Growth
Educational Philosophy 2% 98%
Administrative Support, Time, and Scheduling 5% 95%
Joint Ownership 3% 97%
Professional Growth 2% 98%
Communication 0% 100%
Status 2% 98%
Team-Teaching Mechanics 5% 95%

Research Question #4. To what degree are the perceived effects of the SILK (spatial,
linguistic, and kinesthetic) grouping of students into “pods” impacting academic
growth? According to Survey ll, the survey that deals exclusively with the Welsh
Inclusion Model, all of the teachers responded positively to the questions revolving
around this inquiry. Questions 2, 3, 4, 5, 10, 11, 15, and 16 all focused on the question of
the SILK grouping process. According to the survey, both inclusion teams eitheg™agr
or “strongly agree” that this component of the model is a key element for irepliex
effective instructional strategies. In addition, the administrative sastésessed the

same issues of the SILK grouping process and the feedback was the saightAll
guestions within the administrative response, as they addressed the questionldf the S
grouping element, recorded responses at “agree” or “strongly agreatbmesponse.

For Question #3, both inclusion teams felt that the SILK grouping process was vital

student engagement and productive participation within the classroom. The responses
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also stated that this component presented an effective teaching and learning abmpone
because “it allowed students to positively interact with others” duringusahesson
presentations.

From a different perspective, both teams and the administration felt that the
“pod” concept allowed each student to capitalize on his/her individual learning
modalities. In addition, both teams and the administration believed that it enhanced the
integration of subject matter by allowing students to process informatior whee
again they could utilize their comprehension modalities.

The surveys also revealed that the SILK grouping process allowed for a variety of
student engagements that included whole group, peer paring, and small group responses,
which kept the lesson both interesting and increased student motivation and participation.
The responses also revealed that the grouping process created an environnsent that
more conducive to productive student engagement with a higher time on task, which they
felt resulted in higher student comprehension and longer student processing of
information.

From the administrative perspective, the concept of the SILK groupingrgleme
produced an environment that was not only academically productive, but also student
friendly, which in-turn, created an atmosphere where there were feagsrabm
disruptions and fewer office referrals. In addition, the SILK grouping comporesated
an environment that produced safer student movement during the instructional process
and increased positive student responses that revolved around the school’s mission of
producing a stronger character education factor as depicted in both the sud/gythe

interviewing process.
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Summary
Although there is some disagreement between the school administration and
central office staff as it pertains to the implementation of the Welshsiocl Model,
both inclusion teams agree that the Model is serving both the needs of the identified
learners within the Model, as well as providing opportunities for professionatigforv
the members of the teams. The differences of the perceptions will be discuslsaegter

5.
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Chapter 5: Summary and Conclusions
Introduction
Chapter 5 presents an overview of the study, conclusions, implications, and
recommendations for further research. The purpose of this qualitative case/asuit
examine the implementation of the Welsh Inclusion Model at a Pré-dtdile
elementary school in the Piedmont of North Carolina. Information was colleued a
compared from the principal, Director of Elementary Curriculum, and two inclusion
teams consisting of a fourth and fifth grade classroom. Four questions guidedithe s
1. What are the perceived effects of the Welsh Inclusion Model on
academic achievement as it pertains to both classroom academics as
well as demonstrated growth on End-of-Grade Tests for exceptional children
during the course of the academic school year?
2. What instructional practices are team members utilizing in the inclusion
model?
3. What are teachers’ dispositions about the team-teaching approach and
how is it utilized in the Welsh Inclusion Model?
4. To what degree are the perceived effects of the SILK (Spatial, ktrog@and
Kinesthetic) grouping of students into “pods” impacting academic gpowth
Overview of Study
The key question of this study, “How is the academic growth of special needs
students impacted by the Welsh Inclusion Model as perceived by the inclusie) tea
school administration, and the district administration” was addressed in both thgssurve

and the interviews. To address this key question, two surveys were administarad wi
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focus on three key elements; (a) teacher collaboration among teams, (bjrtiutiamsl
practices of the inclusion teams, and (c) the grouping of students into “pods” which is
referred to in this study the SILK grouping process.

The school administration, two inclusion teams consisting of both a fourth grade
and fifth grade classroom, and the Director of Elementary Education completed tw
surveys (Appendix B &C) and took part in interviews (Appendix K) to address this
guestion. In addition, the incorporation of the Inclusion Team-Teaching Analysis
Protocol (Appendix F) and the utilization of a Co-Teaching Rubric (Appendix ) also
assisted in answering this question.

Research Question #1. What are the perceived effects of the Welsh InclusiomModel
academic achievement as it pertains to both classroom academics as well as
demonstrated growth on the End-of-Grade tests for exceptional children during the
course of the academic school yeaFflis question was addressed from two perspectives,
both of which evolved from two separate surveys. Survey | evolved from a study by
Melissa Deuchmann of the Massachusetts School District and addressed thednahdati
components of the inclusion philosophy. In this survey, key elements of the inclusion
paradigm laid the foundation of the study of the Welsh Inclusion Model. Within this
survey, both inclusion teams dealt with the issues of educational philosophy, insttuctiona
strategies, ownership of the model, and concerns surrounding administrative support and
quality staff development.

Survey Il focused exclusively on the Welsh Inclusion Model and addressed
similar issues as Survey | with the exception that the focus revolved arounitspecif

elements of the model itself. For example, there were eight questions sumgptimedi
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component of the SILK grouping strategy where students were placed into “pods”
determined by their individual learning modalities. The questions focused on the
effectiveness of the grouping and its perceived impact on students involved in the model.
The issue of student engagement with the academic tasks and with their pesdso\aas
important element of this survey and seen as a vital component to the instructional
process as depicted by this instrument. In addition, this strategy providétiede

students with the “tools” they needed to be successful by supplying them with rdjual a
full access to the standard curriculum while utilizing their modificatioaspaaviding

the support staff needed to aid in their academic accomplishments. Teaclesedtbiat

this element also provided them with the freedom to experiment with various
instructional strategies that enhanced the integration of the subject myadtiemiong

students to learn at their own pace without holding the regular education stud&nts bac
Research Question #2. What instructional practices are team members utilizieg in t
inclusion model?Incorporating the use of the Co-Teaching Rubric, six observations
were completed by the researcher for both a fourth grade and fifthigchasgon team
focusing on the four domains of teacher engagement, student engagement, instruction,
and classroom organization. During the course of these observations, most of the focus
was on the instructional component with an emphasis on teacher and student engagement.
First, it was observed by the researcher that the instructional procasedmn three
instructional modes consisting wérbal/linguistic, visual/spatiaandmotor/kinesthetic
utilizing the SILK grouping element. Within this model, teacher engagemeérih&a
foundation for the instructional process and was critical in acknowledging the amgert

of both teachers’ roles in the instructional practice. The exchange of uieg the
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instructional unit within the model places an emphasis on the importance of
understanding the leadership role each teacher plays within the model and hdwsvital
exchanging of roles plays out during teaching. Its emphasis is on the teamoegic
where each teacher shares, among other things, the benefit of being one uhiarifilge s
of lesson plans, as well as facilities and resources, is critical to thessuaf any
inclusion team.

Within this model, the inclusion teams exchanged roles 108 times during the
course of three lessons and incorporated the usewdrbal/linguisticstrategies along
with 41visual/spatialand 45motor/kinestheticThe one key element that emerged within
this model was that the special needs or exceptional children’s teacher de\zebmiter
understanding and knowledge of the North Carolina Standard Course of Study and its
place within the curriculum. Within the inclusion model, the support teacher was now
required to gain a better understanding of the NCSCOS because she was now working
with regular education children as well as those identified students. Arntiectisae, the
regular education teacher became more conscious of various methods instructaig spec
needs learners along with a number of discipline strategies that have aleaya part
of the self-contained exceptional children’s classroom.
Research Question #3. What are teachers’ dispositions about the team-teaching
approach utilized in the Welsh Inclusion Moddlfie Inclusion Team-Teaching Analysis
Protocol (ITTAP) was the instrument incorporated into this study for the pugbose
measuring teachers’ dispositions of the inclusion team’s perceptions as todyometre
functioning as a team and the impact they are having on students’ academic growth.

There are 20 team-teaching behaviors that shaped the foundation of this instrument,
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which is indexed to the Seven Inclusion Team-Teaching Analysis Protocol Domains
(ITTAP). Utilizing a 1-5 scale where 5 ranked as the highest score, indiveduna

members completed their respective forms according to their particspamsbility

within the inclusion classroom. In reviewing the fourth grade analysis, adetpi

Tables 3 and 4, the data reveals a highly functioning team based on the percentages of
growth for the inclusion team. Given the 70% benchmark as the lowest passing score, the
fourth grade inclusion team just met that goal as it relates to the instruetiemant of

both teachers teaching to whole class instruction. In addition, the fourth grade team
scores at the 80percentile in the area of joint planning, as well as the teams’ approach to
the area of incorporating various instructional strategies includingdsimesteuctional
responsibilities during planning. The study revealed the fact that neithehssam

sufficient time for adequate planning as a team and that this critibagime component

has to be done during times when teams are available outside the school dayelisas ti
available. The administration also concurred that this is an on-going problem butdiopes t
address the problem next school year.

In the area of the Seven Domains from which the 20 teaching behaviors are
indexed, the fourth grade inclusion team’s lowest score was in the area of joint
ownership, which still fell in the 89percentile, well above the norm for establishing a
functional team. As research has shown, the foundation for the successful impiiementa
of any inclusion team is the commonality of an educational philosophy. In the
establishment of any successful inclusion team, regardless of the modehabké¢o be a
common ground or foundation where both members of the inclusion team share a bond

woven within their philosophical beliefs. The fourth grade inclusion team scored 97% in
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this area and is thus classified as a highly functional team.

The fifth grade data revealed a similar finding. Under the auspices of the 20
ITTAP teaching behaviors, the fifth grade inclusion team scored 80% in thef goed o
planning, as well as the element of divergent approaches to instructionalgs.athics
fact recognized that neither team has sufficient time during the dayifopjanning. In
addition, the data also show that the fifth grade team scored at 100% in 14 of the 20
team-teaching behaviors.

Research Question #4. To what degree are the perceived effectStfKhSpatial,
Linguistic, and Kinesthetigyrouping of students into “pods” impacting academic

growth? A review of Survey Il demonstrates the perceptions of the inclusion teams as
they pertain to this element of the Welsh Inclusion Model. As was alluded to inrchapte
Questions 2, 3, 4, 5, 10, 11, 15, and 16 all focused on the presentation of the perceptions
of both inclusion teams as a testament to the effectiveness of the SILK growguagspr

It was evident from the assessment instrument that both inclusion teams fiblisthat
strategy is an effective component of the model and is vital for student engagernie
participation during the course of the lesson. It was their belief that this comipdne

the inclusion model opened avenues that allowed the inclusion team to experiment with
various teaching strategies and to assist students within the inclusion teasptthe
concepts of the lesson as demonstrated from Question 15 in this survey.

In addition, the inclusion teams felt that the SILK grouping strategy allowed
students to capitalize on their individual learning modalities, thus allowingrstuide
grasp concepts more readily, and allowed for a variety of student engagesents

presented in Questions 10, 15, and 16. In addition, both teams felt that the SILK grouping
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element allowed the teams to enhance the integration of the subject mattersitgre ea
thus increasing student interest and motivation as demonstrated in Question 11. Of the
two teams, only 25% were unsure as to whether or not the grouping strategy érthance
integration of subject matter, but the remaining inclusion members accepteduping
strategy as a vital element for instructional purposes.

In addition, both teams felt that the SILK grouping process provided for safe and
meaningful movement as students moved many times during various instructional
presentations and activities as the teams presented lessons within the doepe of t
motor/kinesthetiteaching mode. This specific component was attended to in Question 5
of Survey Il as the final question that focused on this area of the inclusion study.
Conclusions

The researcher analyzed the (a) surveys, (b) interviews, (c) ITOAROf
Teaching Rubric, and (e) the focus group to look for emerging themes in thehesea
The following themes emerged from the research study:

Professional Developmenthe administrative interview led to the presumption that there
was adequate staff development for her faculty as it pertained to the inclusieh but

there was always room for improvement. The principal felt that the training
encompassing the Welsh Model would continue to aid as a monitoring element as well as
offering on-going training for new inclusionary teachers.

In addition to the monitoring element, the principal also mentioned how the
inclusion teams branched off from their training to create new instructicrae|m
outside the original training component of the Welsh Model. “While Rick models

different strategies for our teachers, it's important that wejaeteach other and increase



95

our strategies as opposed to going to workshops” (Administrative Interview, 2008).

In addition to the foregoing elements of professional development, the principal
felt that it was very important that training come from within the school andnataff
build from the training with Mr. Welsh. From this training, the staff would then go on to
create instructional programs and models that directly serve her students, &sldppos
going to workshops where the training is limited as to its direct impact onuidenss.

On the element of communication within the school, the principal mentioned that
she attends inclusion meetings with her teams and listens to their concerel ags w
working directly with Mr. Welsh in providing support for her staff when needed. She felt
that it was important as an instructional leader that she stay abreaseot bappenings
within the model and frequently visit the inclusion classrooms and provide feedback
when she feels it is necessary. According to the principal, coaching is a&kegnéin
the success of any program, and it is one of her responsibilities to be available for
debriefing purposes with Mr. Welsh after each training session and to assistifaring
the program.

The SILK Grouping Strategifrom various discussions with the inclusion teams and the
administration, each member was aware of cutting-edge researcham\vied around

the concepts of how children learn. Many of the members quoted Howard Gardner’s
work on his multiple intelligence theories as well as Eric Jenson and his wartheit
cognitive aspects of the learning process for children. The team menméseatpd

verbal evidence both from the surveys and from the interviews that they had geen firs
hand how some of their special needs children excelled within the inclusion atmosphere

academically and built strong ties to their non-disabled peers. The udiizAdti
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incorporating various instructional strategies within their lessons not adject an
exciting learning atmosphere but also provided key elements in student conspehe
and academic engagement. From the administrative perspective, it was voieed by t
administration that this strategy caused a decline in office refegralglhas an increase
in building character within the students as they gained respect for themalas from
working with them on various projects that required teambuilding.

Amount of Time for Team Planninthis area was a concern for both the administration
and the inclusion teams. As was evident in both the surveys and the interviews, team
planning is not a consistent tool that is viable for either team. While the statetesanda
that each teacher have a 30 minute duty-free period, most times this is the only
opportunity when teams can have quality, uninterrupted time to plan the lesson as a team.
Sometimes planning is done during their lunch period.

The principal made it clear that she faced the same dilemma when itcame t
incorporating a common planning time for her teams. With the state mandates on one
side and the need to create a schedule that is conducive to all teachers andagtudents
well as the inclusion teams on the other side, scheduling is a difficult challenge. |
Survey |, specifically in Question 12, the issue of creating a schedule thak aliow
team members opportunity to plan inclusionary lessons revealed 100% agreement with
this time issue.

Importance of InclusionAs has been alluded to in other areas of this study, both
inclusion teams and the administration feel that the concept of inclusion is both a viable
and critical element in the educational process. Survey |, the instrument thedanly

on the inclusion paradigm, extrapolated several key perceptions and beliefs Hedtlare
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within the inclusion teams. Question 2 stated, “I believe students with disaluhiie
receive an appropriate education in an inclusive regular education classaadreach
member of both teams stated they “strongly agree” with this philosophy. Inoadditi
Question 3 adds to this critical element of one’s educational philosophy Img stéti

have seen evidence of improved academic outcomes for students with disabilities in
inclusion.” Given this background, and the scores on both the ITTAP and the Seven
Domains, it is evident that both the inclusion teams and the administration feel that the
inclusion philosophy not only connects to the federal mandate IDEA of 1997, but also
that each identified child can be successful within this program.

Need for Instructional Material€sven though the inclusion teams agreed that the time
sequencing was a problem, there was some disagreement as to the amount of resources
provided to the teams. Question 6 of Survey | states, “I have sufficient resaurces t
implement inclusion effectively;” 75% of the inclusion teams agreed with tiitisnsent.
However, 25% of the inclusion teams were not sure if there were enough supplies and
resources to carry out the designed lessons for the inclusion model. Overall, both
inclusion teams felt they had sufficient resources for the task.

From the administrative perspective, the inclusion teams seemed to have the
resources they needed but hoped to be able to increase those resources by adding new
teams, a planning component, and more academic resources to provide depth to the
instructional practices.

Observation of Students’ GrowtBoth inclusion teams have stated, by the data revealed
in Survey | and Il, that they have observed academic growth among theiiiedent

students. While the inclusion program is just now completing its second year, both the
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administration and teachers within the team feel that the instructiortagstsathat have

been incorporated within the teaching framework, coupled with the SILK grouping
process, has served in meeting both the academic and emotional needs of their students.
Implications

Children with learning disabilities who are members of an inclusive classm@om a
evolving into productive citizens of the modern society. Numerous organizations, along
with federal mandates of IDEA in helping meet the requirement of “lestsictese
environment,” have, for decades, attempted to connect identified children with thei
regular, non-disabled peers (Friend & Bursuck, 1988). These organizations, along with
the federal laws, have clearly supported the ideals of inclusion. In addition, agrowi
body of research is continuing to express and present evidence on the positivéoeffects
identified children learning along side their non-disabled peers, and astawesate
seeing improved social skills, increased positive communication with classraat an
enhancement in constructive peer relationships (Lord & Hopkins, 1986).

On the other side of this study, research continues to demonstrate the positive
effects students with disabilities and students who are not identified have onhesch ot
within the inclusionary classroom. An atmosphere of academic acceptanad], @s an
increase in the social augmentation, become the foundations of emulating modern
society. Given these facts, the findings of this study only confirm whatcbseaelling
us and how modern society can aid in the development and acceptance of children with
handicapping conditions (Sasso & Rude, 1988).

It is the progress of the children that is laying the foundation for productive

citizenship. By incorporating effective instructional strategies, irmhasy teams
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continue to aid in the social development of future citizens. In addition, children without
disabilities are learning to accept these differences and assistiddheiopment and
growth as productive individuals.

Summary

This study clearly depicted two progressive inclusion teams that encompass
strong elements of co-teaching coupled with a common educational philosophy and the
creative ability to impart knowledge from a variety of academic ressukVhile the
program is only in its second year, beginning with the current school year of 2007-2008,
the administration and the inclusion teams are continuing their commitment to both the
program and its objective of educating every child to their fullest potentialltzyngt
their own academic strengths and cognitive abilities.

Recommendations for Further Research

For the purpose of this study and research, the case study was limited to only the
targeted school. However, future studies could encompass other inclusion settimgs wi
various districts including both Title | and non-Title | schools.

A further recommendation is that the current LEA under which this study was
conducted should consider increased funding in staff development as it pertains to
inclusionary practices. The LEA should also increase knowledge and training among
other classroom teachers to assist with eliminating myths as it re\awtua@sd current
inclusionary practices.

In addition, a longitudinal study of inclusion classrooms verses the “pull-out”
program could begin to bring a new data-base of information that would demonstrate the

impact of the inclusion movement on both identified and non-identified students. This
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study has opened the doors to examining the inclusion movement at this targeted school,
as there is so much more to learn about the inclusion classroom and its impact on both

academic and social progress for our special needs children.
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Principal/Assistant Principal Interview Questions

1. What role do you play in implementing the Welsh Inclusion model at your school? Do

you see a need to improve the model and if so, how do you plan to implement those

changes?

2. What goals do you have for your inclusion program?

3. What type of on-going professional development needs to be implemented for
your teachers to continue the implementation of the inclusion curriculum?

4. As an administrator, how do you monitor the inclusion program at your school?

5. How do you communicate with your teachers within the inclusion model as to
your concerns of the inclusion agenda?

6. Based on your End-of-Grade test scores from this past year, do you see the
inclusion program having a positive impact on the academic growth of you
school?

7. How do you see the model affecting academic growth of your identified
students?

8. What do you think is the next step for your inclusion program at your school

and how are you going to implement those steps?
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Inclusion Teacher Survey |
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Teacher Survey on Inclusion

1. | have received the training | need to successfully use co-teaclatagss and
implement inclusion.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

2. | believe students with disabilities can receive an appropriate educatiomoiusive
regular education classroom.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

3. I have seen evidence of improved academic outcomes for students with disabiliti
inclusion.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

4. | have the necessary cooperation and assistance from educational support gersonnel
implement inclusion successfully.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

(62

. | find it difficult to modify my instructional strategies and my teaclstyde to meet
the needs of students with disabilities.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

6. | have sufficient resources to implement inclusion effectively.
A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
7. | believe students without disabilities can receive an appropriatdlgrayiag

education in an inclusive regular education classroom.
A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
8. I have had input in the development of an inclusive program at my school.
A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
9. | have the time to individualize instruction for students with disabilities.
A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

10. | believe that special educators working in inclusion generally taldbadinate role
in the classroom.
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A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

11. I have found that inclusion has encouraged me to experiment with new teaching
Strategies.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
12. 1 do not have enough time to communicate and collaborate with my co-teacher.
A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

13. | have the necessary cooperation and assistance from colleagues temhplem
inclusion successfully.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

14. In the inclusion classroom, my co-teacher and | consistently work wgtudénts,
including those with disabilities and those without disabilities

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
15. The students with disabilities in my inclusion classroom work separaigiyttieir
classmates without disabilities a majority of the time.
A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

16. In my inclusion classroom, students with disabilities and students without tissbili
receive equal access to the same general curriculum.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
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Appendix C

Inclusion Team Survey Il
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Teacher Survey Questions on the Welsh Inclusion Model
. My classroom is developmentally appropriately with adequate curriculueniats
to teach within the inclusion model.
A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

. The grouping of students into “pods”, more commonly referred to as SILK Grouping,
is an effective strategy to teach various lessons within the model.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

. The grouping of students into “pods” is vital for student engagement and participation
during the course of the lesson into pods.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

. The grouping of students into “pods” provides for safe and meaningful movement of
students during the course of the lesson.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided
. The grouping of students into “pods” presents an effective teaching and learning
component because it allows students to positively interact with each other during
the presentation of the lesson.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

. This inclusion model allows for all students the opportunity for success egpeciall
In meeting the needs of our identified students.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Unakcide

. Each identified student within this model that has an Individual Education Plan
that is being followed during the presentation of each lesson.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Unakcide

. From my observations, this model is conductive to the academic growth of each
identified student within this program.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Unakcide

. The modifications that are incorporated within each IEP of the identitiddrds
are being implemented every day during the instructional process of esach les



10.

11.

12.

13.

14.

15.

16.

17.

18.

116

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

The grouping of students into “pods” is vital to student success as it allows each
student the opportunity to capitalize on his/her individual learning modality.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

The grouping of students into “pods” enhances the “integration” of subject matter by
allowing students to process the material from their own learning styles.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

The school system’s pacing guides are aligned with North Carolina’s $tanda
Course Of Study.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

During our lessons, we follow the guidelines of the pacing guides as we move
through lesson presentations.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided
This model gives us opportunities to assess students in various ways including
the utilization of class projects, multiple-choice, oral responses, open-ended
assessments, and, at times, computer assisted instruction.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

The grouping strategy of placing students into “pods” allows for a variety ohstude
engagements including whole group, small group, peer paring, and individual
responses.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

The grouping of students into “pods” creates an environment that is more conductive
to student engagement of the lesson.

A. Agree B. Disagree C. Strongly Agree D. Strongly disagree E. Undecided

All lessons that are taught within the inclusion model specifically addratsand
objectives that are aligned to the North Carolina Standard Course of Study.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
The non-traditional approach to teach various lessons within the model allows for a

a variety of instructional strategies that is conductive to a higheotinask
and more freedom for student expression.
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A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

19. The incorporation of a variety of instructional strategies coupled with the grafping
students into their preferred modality, decreases student disruption and negative
behaviors.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Uretkcid
20. The term inclusion allows for both regular education students and identified students
to share the same learning environment. This allows all students to feel
academically equal and is conductive to producing positive role models for
students with behavior issues.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Unakcide
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Administrative Survey ----- Welsh Inclusion Model

1. The inclusive classroom is developmentally appropriate with adequate
curriculum materials to teach the various learning modalities within the model

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E.Undecided

2. The grouping of students into “pods” seems to be an effective instructional
strategy that increases student participation and more time on task.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

3. As an administrator, | believe the grouping of students into “pods” is a key
element in student comprehension and academic engagement.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

4. The grouping of students into “pods” allows for safer and meaningful
movement of students during the instructional process.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided
5. The grouping of students into “pods” presents an effective teaching and

learning strategy because it allows students to positively interdceadh

other during the instructional process.

A. Agree B. Disagree C. Strongly Agree D. Strongly Disagree E. Undecided

6. This inclusion model allows all of our students the opportunity for success and
especially in meeting the needs of our identified students.

A. Agree B. Disagree C. Strongly agree D. Strongly Disagree E. Undecided

7. As an administrator, | am sure each Individual Education Plan for our special
needs students are being followed within this inclusion model.

A. Agree B. Disagree C. Strongly agree D. Strongly Disagree E. Undecided

8. From my observations, this model is conducive to the academic growth of each
identified student within this inclusion model.

A. Agree B. Disagree C. Strongly agree D. Strongly Disagree E. Undecided
9. From my observations of this inclusive program, the modifications of our

special needs students are being incorporated and followed within this model.
A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided
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The grouping of students into “pods” is vital to student success as it allows
each student the opportunity to capitalize on his or her own learning
modality.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided

The grouping of students into “pods” enhances the integration of subject
matter by allowing students to process information from their own learning
styles.

A. Agree B.Disagree C. Strongly agree D. Strongly disagree E. Undecided

The school’s pacing guides are aligned to the North Carolina Standard Course
of Study.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided

As an administrator, | have observed the teachers in the inclusion program
utilizing the pacing guides in the presenting of their lessons.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided
In my observations of the inclusion model, | have observed our teachers
evaluating students from a variety of assessments including oral responses,
group projects, open-ended questions and, at times, computer assisted
instruction.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided
The grouping of students into “pods” allows for a variety of student
engagements including whole group, small group, peer-pairing, and
individual responses.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided

The grouping of students into “pods” creates an environment that is more
Conducive to student engagement of the lesson.

A. Agree B. Disagee C. Strongly agree D. Strongly disagree E. Undecided
All lessons that are taught within the inclusion model specifically address
goals and objectives that are aligned to the North Carolina Standard Course

of Study.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided
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18. The non-traditional approach to teaching lessons within the model allows for
a variety of instructional strategies that are conducive to a higher tiragkon t
and more freedom for student expression.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided
19. The incorporation of a variety of instructional strategies coupled with the
Grouping of students into their preferred modalities has decreased student
disruptions and less office referrals from this program.
A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided
20. The term inclusion allows for both regular education students and identified
students to share the same learning environment creating an atmosphere of
academic equality and is presenting positive role models to students with
behavior issues.

A. Agree B. Disagree C. Strongly agree D. Strongly disagree E. Undecided
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Appendix E

Inclusion Team Teaching Analysis Protocol
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The Inclusion Team Teaching Analysis Protocol (ITTAP) is a descriptive
instrument designed to (1.) determine how well the inclusion team perceives haavehey
functioning as an instructional unit, and (2.) to assist teams in improving servicaryleli
to their students.

Both members of the inclusion team will complete a 20-item questionnaire
revolving around various elements of the inclusion model including the perception of
teamwork, shared responsibilities of the teaching component of the model, evaluation of
instruction and classroom management, and equal access to instructional re$bisces
instrument incorporates two separate forms utilized by both the exceptionaticisildr
teacher (Form B) and the general education instructor (Form A). Each metiher
team will fill out the questionnaire independent of each other and requires both candid
and honest responses. Many of the questions will touch on sensitive issues asdhey pert
to teamwork, but they must be answered as honestly as possible in order to obtain valid

and accommodating results.
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Form A: General Education Teacher
Team Teacher Self —Interview
Directions: Circle the number that most closely corresponds to your perception or
opinion.

Codes: 1. strongly disagree 2. disagree 3. undecided 4. agree 5. strongly agree

Or 1. never 2.rarely 3. sometimes 4. usually 5. always
Statement Semantic Scale Rating
1. My partner offers input to the teaching plan
before the lesson. never-always 12345
2. I look forward to partner’s suggestion and
comments. SD-SA 12345
3. lincorporate my partner’s ideas into the lesson.  never-always 12345

4. | expect my partner to work with all students
in the classroom. SD-SA 12345

5. | share all teaching facilities in the room with
my partner. SD-SA 12345

6. My partner and | both present information to
the entire class. SD-SA 12345

\‘

. My partner and | tend to present information
in different ways. SD-SA 12345

8. My partner’'s management style is compatible
to mine. SD-SA 12345

[(e]

. My partner and | are both capable of leading
the lesson. never-always 12345

10. My partner and | can assume each other’s
roles spontaneously. never-always 12345

11. My partner’s interjections are appropriate
and will timed. never-always 12345



12.

13.

14.

15.

16.

17.

18.

19.

20.
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We discuss our teaming and how it impacts our
students never-always 12345

| am aware of my partner’s actions/location
during the lesson. never-always 12345

My partner and | talk to each other during
the lesson. never-always 12345

| learn new skills from my partner. never-always 12345

My partner and | practice new skills when

we are together. never-always 12345
| feel comfortable working in a team-

teaching environment. SD-SA 12345
My partner and | accomplish more

together than separately. SD-SA 12345

My partner’s role is to help students
experience success. SD-SA 12345

My partner has an equal share of the
teaching role. SD-SA 12345



Form B: Special Education Team-Teacher

Teacher Self Interview
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Directions: Circle the number that most closely corresponds to your perception or

opinion. Answer as honestly as possible.

Codes: 1. strongly disagree 2. disagree 3. undecided 4. agree

5. strongly agree

Or 1. never 2. rarely 3. sometimes 4. usually 5. always
Statement Semantic scale _Rating
1. | contribute to the planning of the lesson. never-always 12345
2. My suggestions and comments are accepted
as valid. SD-SA 12345
3. My ideas are incorporated into the lesson. never-always 12345
4. | have access to all students in the classroom. SD-SA 12345
5. | have access to all teaching facilities in the
room. SD-SA 12345
6. My partner and | both present information
to the class. never-always 12345
7. My partner and | present information in
different ways. SD-SA 12345
8. My partner’'s management style is
compatible to mine. SD-SA 12345
9. My partner and | are both capable of
leading the lesson. never-always 12345
10. My partner and | can assume each
other’s roles. never-always 12345
11. My partner’s interjections are
appropriate and timely. never-always 12345
12. We discuss how our teaming impacts
our students. never-always 12345



13.

14.

15.

16.

17.

18.

19.

20.

| am aware of my partner’s actions/
location during lesson.

My partner and | talk to each other
during the lesson.

| learn new skills from my partner.

My partner and | practice new skills when
we are together.

| feel comfortable working in a team-
teaching environment.

My partner and | accomplish more
together than separately.

My partner’s role is to help students
experience success.

My partner has an equal share of the
teaching role.

never-always

never-always

never-always

never-always

SD-SA

SD-SA

SD-SA

SD-SA
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12345

12345

12345

12345

12345

12345

12345

12345
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Appendix F

Twenty Team Teaching Behaviors Analyzed by the ITTAP
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11

12

13

14

15

16

17

18

19

20
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Twenty Team Teaching Behaviors Analyzed by the
Inclusion Team Teaching Analysis Protocol (ITTAP)

Team Teaching Behavior

There is evidence of joint planning

Support teacher’s ideas accepted as valid

Support teacher’s ideas incorporated into lesson

Both teachers have access to all students in the class

Both teachers have access to all teaching facilities in theodassr
Both teachers teach to whole group simultaneously

Teachers have divergent approaches to instruction

Teachers have compatible approaches to management

Both teachers are capable of sharing leadership role

Both teachers are capable of total role release

Teachers both have verbal access to lesson

Teachers evaluate the effect of teaming on instruction and students
Teachers keep track of each other during lesson

Teachers conference during the lesson

There is evidence of exchange of professional skills

Teachers use team-teaching as an opportunity to practice new skill
Teachers feel comfortable with the team-teaching model

Teachers consider the team teaching model to be effective

Both teachers agree on curricular focus

Teachers share instructional responsibilities during lesson
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Appendix G
The ITTAP Domains

The Seven Building Blocks of Team Teaching
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1. Educational Philosophy encompasses beliefs and values. It is shaped by
training and prior experience. The elements of what constitutes teachitepamng, as
well as acceptable standards for performance and behavior in a classiblangely be
determined by the educational philosophy that govern the classroom. Personal comfor
issues may also be closely tied to and reinforced by the educational phila$dipéy
classroom teachers. Flexibility and openness can allow for harmoniousiite gf
philosophies that may differ, whereas rigidity may prevent any accommodation f
evolving.

2. Administrative, Time and Scheduling are external issues that can exert a
powerful force on teaming. Shortages in time may cause some teams to creglett
activities such as planning and evaluation. This may result in less than mhaxima
utilization of both members of the inclusion team. An administration must be genaiti
the special time and scheduling needs of the inclusive classroom, but teamisonust a
utilize the time available for effective planning. The actual time speathegin the
classroom may be all of the time to not only teach and evaluate students, but to teach and
evaluate each other as well.

3. Joint ownership is an element that expresses a common purpose and the ability
of the team to share materials and other resources as needed for effettictiom.

When joint ownership is achieved in a classroom, the learning process beébemes

primary focus and the roles and functions of the teaching partners shift and adapt to
insure the success of all students within the inclusion team. Joint ownership demands tha
both partners exert influence over the total learning environment, and that theey shar

responsibilities for the teaching process and accountability for its outcomes
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4. Professional growth assumes that the students are not the only learners in the
classroom, but encompasses the classroom teachers as well. Teachersoguigerthat
they also need to expand their knowledge base as well as improving theirdesawhin
academic skills. They can learn from each other as well as from obs#rgistydents
and the outcomes resulting from using new strategies and teaching techmaudsr |
for professional growth to occur, an educational philosophy must be dynamic, not static.
There must be a high level of trust and support between team members since they may
have to accept the risks associated with becoming learners themselves.

5. Communication is a basic requirement if the teaming relationship is to be
successful. Since information must be constantly exchanged before, during, atiteafter
actual teaching element, multiple forms of communication is required (venigten,
and non-verbal). Finding ways and opportunities to communicate is essential, but it is
also important to keep in mind the effect that the communication may have on both
members of the inclusion team as well as each member of that team. i@mcediten
at a premium, communication should be clear and efficient. Unfortunately, thisezgte
a discomfort zone in certain areas. No one can be expected to eliminate aniautomat
reaction to negative or unpleasant information, but partners must learn not to yield
control to their initial impulses. If all information shared is based on theriiestst of
the students involved in the model, and is conveyed with respect to the other member of
the inclusion team, the potential for discomfort will be minimized.

6. Status is related to the extent to which factors such as power, authority, and
influence define or redefine interpersonal relationships. In educationagsettatus

may be determined by years of experience, knowledge of subject matter, advanced
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degrees, certification, or specialized skills. It can determine how inputdther sources
is interpreted. If status exerts a negative influence on the teamingnsiap, the
definition of roles and functions of the members of the inclusion team assumes an
importance that may rival or overshadow the actual learning process. fitadwasely
affect student outcomes. Elevating each other’s status, should be a gottarall
members. In this way, they gain access to all aspects of the instructiocedand have
license to focus all of their skills and talents on meeting the needs of the stwihirt
the model.

7. Team-building mechanics is the “nuts and bolts” of the team’s activity. It is
also the “before, during, and after maintenance” of the team teaching pddeam
must be intact in both theory and application. Team teaching mechanics arelphysica

behaviors required for a team to function at its highest level.
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Appendix H

20 Team Behaviors Indexed to the Seven Domains
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Twenty ITTAP Behaviors

Indexed to the Seven ITTAP Domains

Educational Philosophy encompasses beliefs and values. It is shaped by training

and prior experience of the classroom teachers. The elements of what coribgtutes

teaching and learning process within the classroom will largely bendees by the

educational philosophy of the main stakeholders. Personal comfort issuesmbg al

closely tied to, and reinforced by, educational philosophy. Flexibility and openaes

allow for harmonious integration of philosophies that may differ significantly, wkere

rigidity may prevent any accommaodation.

ITTAP behaviors associated with educational philosophy:

ltem #

2

3

8

17

18

19

20

Behavior

Support teacher’s ideas accepted as valid

Teachers have divergent approaches to instruction
Teachers have compatible approaches to management
Teachers feel comfortable with the team-teaching model
Teachers consider the team-teaching model to be effective
Both teachers agree on curricular focus

Teachers share the instructional responsibilities during the lesson

Administrative, time, and scheduling are external issues that can exereduyo

force on teaming. Shortages in time may cause some teams to neglsdtaxtivities

such as planning and evaluation. This may result in less than maximal utilizahiott of

team members of the teaching team. An administration must be sensitive to thle spec

time and scheduling needs of the inclusive classroom, but teams must alsctinse the
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available to them effectively. The actual time spent together in thgratam may be all
of the time that some teams are allotted. They must therefore use thet tiatenly
teach and evaluate students, but to teach and evaluate each other as well.

ITTAP behaviors associated with administrative, time, and scheduling:

Iltem # Behavior

1 There is evidence of joint planning

12 Teachers evaluate the effect of teaming on instruction and students
16 Teachers use team-teaching as a chance to practice new skills

20 Teachers share the instructional responsibilities during the lesson

Joint ownership expresses common purpose and the ability to share. When joint
ownership is achieved in a classroom, the learning process becomes the priomgary foc
and the roles and functions of the teaching partners shift and adapt to insure gluaitess
students in the classroom. Joint ownership also demands that both partners exert
influence over the total learning environment, and that they share responsiloitities
teaching process and accountability for its outcomes.

ITTAP behaviors associated with joint ownership:

ltem# Behavior

1 There is evidence of joint planning

3 Support teacher’s ideas incorporated into lesson

4 Both teachers have access to all students in the class

5 Both teachers have access to all facilities in the classroom
6 Both teachers teach to whole group simultaneously

9 Both teachers capable of sharing leadership roles
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11

12

13

19

20
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Both teachers capable of total role release

Both teachers have verbal access to lesson

Teachers evaluate the effect of teaming on instruction and students
Teachers keep track of each other during lesson presentation

Both teachers agree on curricular focus

Teachers share equal instructional responsibilities during lesson

Professional growth assumes that the students are not the only learners isstioercia

Teachers must recognize that they also need to expand their knowledgeruhases

improve their skills. They can learn from each other as well as from obsemeing t

students and the outcomes resulting from using new strategies and techniques. In order

for professional growth to occur, an educational philosophy must be dynamic, not static.

There must also be a high level of trust and support between partners since tieyenay

to accept the risks associated with become learners themselves.

ITTAP behaviors associated with professional growth:

ltem#

4

9

10

12

15

16

Behavior

Both teachers have access to all students in the class

Both teachers capable of sharing leadership role

Both teachers capable of total role release

Teachers evaluate the effect of teaming on instruction and students
There is evidence of exchange of professional skills

Teachers use team-teaching as an opportunity to practice new skill

Communication is a basic requirement if the teaming relationship is to succeed.

Since information must be constantly exchanged before, during, and aftetutile ac
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teaching, multiple forms of communication (verbal, written and non-verbal) should be
considered. Finding ways and opportunities to communicate is essential, butat is als
important to bear in mind the effect that the communication itself may have on a.partne
Since time is often at a premium, communication should be clear and efficient.
Unfortunately, this can create discomfort in certain situations. No one capdeeaxkto
eliminate an automatic reaction to negative or unpleasant information, but partisérs
learn not to yield control to their initial impulses. If all information shardzhsed on the
best interest if the students and is conveyed with respect, the potential éonfdisand

hurt feelings will be minimized.

ITTAP behaviors associated with Communication:

ltem# Behavior
1 There is evidence of joint planning.
11 Teachers both have verbal access to lesson.
12 Teachers evaluate the effect of teaming on instruction and students.
13 Teachers keep track each other during the lesson.
14 Teachers conference during the lesson.

Status is related to the extent to which factors such as power, authority and
influence, define interpersonal relationships. In educational settingss stay be
determined by years of experience, knowledge of subject matter, adveds,
certifications or specialized skills. It can determine how input from cibw@rces is
interpreted. If status exerts a negative influence on the teamingmslap, the definition
of roles and functions of the team members assumes an importance that haay riva

overshadow the actual learning process. This can adversely affect studentesut
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Elevating eaclother’s status, should be a goal of all team members. In this way, they
gain access to all aspects of the instructional process and have license &l fofciieir
skills and talents on meeting the needs of the students in the classroom.

ITTAP behaviors associated with Status:

Iltem # Behavior
2 Support teacher’s ideas accepted as valid.
3 Support teacher’s ideas incorporated into lesson.
4 Both teachers have access to all students in the class.
5 Both teachers have access to all facilities in the classroom.
9 Both teachers capable of sharing leadership role.
10 Both teachers capable of total role release.
11 Teachers both have verbal access to lesson.
12 Teachers evaluate the effect of teaming on instruction and students.
14 Teachers conference during the lesson.
15 There is evidence of exchange of professional skills.
17 Teachers feel comfortable with the team teaching model.
20 Teachers share the instructional responsibilities during the lesson.

Team teaching mechanics, as the name suggests is the “nuts and bolts” of the
team’s activity. It is also the “before, during and after maintenarfadéfedeam teaching
process. A team must be intact in both theory and application. Team teaching nsechanic

are physical behaviors required for a team to function operationally.
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ITTAP behaviors associated with Team Teaching Mechanics.

ltem # Behavior

1 There is evidence of joint planning

4 Both teachers have access to all students in the classroom

5 Both teachers have access to all teaching facilities in theodassr

7 Teachers present information in different ways

12 Teachers evaluate the effect of teaming on instruction and students
13 Teachers keep track of each other during the lesson

14 Teachers conference during the lesson

20 Teachers share instructional responsibilities equally during lesson
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Appendix |

Inclusion Co-Teaching Rubric



Observation Rubric
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Teacher Number: Observation Number: Date:
Lesson Title:
Criteria Points
Exceeds M eets Approaching Does Not M eet
Expectations Expectations Expectations Expectations
(©) (@) (@) V)
. * Occassional *Teachers trade roleq . OnlY one
*Continuous engagement during lesson instructional leader
Engagement . *QOccasionally *Teaches from Surmg lesson
Instruct in variety instructs limited modalities Teaches from one
Teach Of modalities . : . modality
cacher *Exchanges roles In a variety of One teacher *One teacher
Engagement man timges lesson modalities assumes bulk of assumes
*Inst?luctional “Exchanges roles at | teaching unit all instructional
. h .
Responsibilities :east 3 times in Qnel teachel(’j duties
Shared esson : circulates an *One teacher
*Instructional duties | monitors .
shared but one assumes subordinate
partner dominates role
*Verbal/Linguistic *nstruction is
VlsuaI/SpatlaI ' *Instruqtlon carries primarily *Instruction tends to
Motor/Kinesthetic verbal/linguistic and 2o e
. ) - verbal/linguistic with | be verbal/linguistic
input visual/spatial ; I :
is integrated components occasional supportin *Pacing off lesson is
: : : . i i determined b
cohesively into *Motor/Kinesthetic Y(IQSJJ:SI{;%?:]ISI teach e: 4
Instruction instruction may be used as an directed via lecture and
*Teacher acts as add-on to lesson to class with single questioning
facilitator for student | *Students may 9 * }
interaction conference in groups students chosen to Questions tend to b
, . group respond directed to class with
*Student’s verbal prior to responding to| . . : )

f . d i db *Some discussion of | single students being
conferencing an questions posed by questions and chosen to respond
physical input serves| teacher CONCEDLS OCCUrS
as the basis for P
instruction among students

*|dentifiable subsets
*Identifiable subsets | of students are
*Most or all of *A few students are | of students are frequently
Student students are off task occasionally off task | off task or
consistently engaged| *Most students or disengaged disengaged
Engagement in the engaged *Some students are | *Students who are
in lesson engaged engaged show little

evidence of lesson
involvement

Organization
Of Routines
And

Expectations

*Students embrace
classroom routines
and keep the room
running smoothly

*Students anticipate
routines and take
initiative with
minimal prompting

*Students seem
aware of expectation
and routines and
comply when
prompted by teachers

*Little evidence of
routines and
expectations
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Appendix J

Survey 1 Permission
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Deutschmann, M elissa
11/17/2007 Subject

Dissertation Project

History: This message has been replied to.

kkhkhkkkhkhkkkhkkhhhkkhhhkhhhkhkhhkkhkhhkkhkhkkkkkkkk*x%x

Dear Mr. Pickard,

| do not have any objectionsto you using the survey. Good Luck with your

dissertation!

Sincerédly,
Mdlissa Deutschmann

M assachusetts School System
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Appendix K

Principal Interview--Questions and Answers
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Principal Interview Questions and Answers

1. What role do you play in implementing the Welsh Inclusion Model at your school?
“Well, | support the teachers in their efforts. | work with Rick as far as..e.trwand
have a brief time to debrief during the time he is here. When he is here,.....this is his
room (conference room) and | open my door (principal’s office connected to
conference room) and have privy to listening to what he is doing.....and, then with
the staff we talk a lot about the model. The inclusion program was struggling because
they did not have any support. So, | went.....um.....l try and go to the inclusion team
meetings....now, they don’t have as many as they used to...... they used to meet
monthly when we were trying to take our baby steps in get this going.”
Do you see a need to improve the model and if so, how do you plan to implement
those changes?
“There is always ways to improve. | think the model is good...um....one of the things
that we have talked about as a group is that Rick doesn’t present all of thehiogteac
strategies...that some of the teachers..they have learned more
strategies.....which is awesome...you know, but that has been a result of learning
those from Rick and they have kind of gone beyond that and | don’t know if he.....his

emphasis is on the strategies that he uses in his model.

2. What goals do you have for your inclusion program?
“I would like to have it better staffed. Our staffing is not fair right now. | woulkid li

to see it continue appropriately......... like the right ratio with student numbers, but in



147

order to do that you have to have enough staff and right now we are....(makes verbal

gesture that it is not good).

3. What type of on-going professional development needs to be implemented for

your teachers to continue the implementation of the inclusion model?

“I think with this group continuing with Rick as a coach and then to have him being
able to come when | get new people in the program. Like next year, | will\wave t

new teachers —probably three- and just to have him come ....and as | have shared with
you before, coaching to me is the way to make things happen. So, sending people to
workshops is not by bag — you know you can sit and listen all day and get excited, but
you just do not implement it. With Rick’s model, the model is implementing it. He
models it.....they model it....they critique each other (Co-Teaching Rubric)...and its
right there in their classroom and its things they can continue with verses going to a
workshop where you get out, go home and fix supper and the next morning you are
back at the same old grind and you don’t put the new things in place....that's been my

experience.

4. As an administrator, how do you monitor the inclusion program at your school?

“We have a lot of discussion, like | said. Course, as you know, it falls upon me to do
observations and evaluations...and with those we try and do those during core
academic times, so, | get to see the co-teaching and that's a gooal wagl it, but,
communication...... good scores, but certainly data. | would be remise if | did not talk

about data.
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5. How do you communicate with your teachers within the inclusion model as to your
concerns of the inclusion agenda?
“Meeting with them when the inclusion teams meets. If they have spemifoems
and they are during their co-teaching planning — | can meet with them or @tarass
principal can meet with them as well. They can communicate with me as to their
frustrations because they are the ones that are short-staffed, and semetidte
poor placement. Sometimes just giving them the opportunity to expand upon that is

enough.

6. Based on our End-of-Grade scores from this past year, do you see the inclusion
program having a positive impact a positive impact on the academic growth of
your school?
“| do.....its not as great as we would want them to be. In'thgr&de inclusion
classroom, every child that took the EOG passed unless they were on the extend Il
Those were kids she had looped with and she hung up a sign that said all children in
here will pass the EOG. We are still a school of improvement because they did not
all. The way to see improvement is to look at individual growth. We have kids to get
out of EC and | think that is the direct result of the model.

7. How do you see the model affecting academic growth of your identified steidents
This was addressed in the previous question.

8. What do you think is the next step for your inclusion program at your school and how
are you going to implement those steps?

“I am going to keep Rick on. Again, train the new people. | think so many times we
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get new programs going and we assume they are going to be doing wigabdyer
else is doing. We have to be more thoughtful as to how we implement our staff
development. Staff development is such a key. So, | am going to implement those
steps by contracting with Rich to come a few days next year. To know he abéerall
if I need him for more when | have new staff people. Trying and get somestatite

| need to clone my EC teacher.
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Appendix L

Teacher Survey | Results
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Teacher Survey Results — Welch Inclusion Model

1. I have received the training | need to successfully use co-teaclategss and
implement inclusion.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

2. | believe students with disabilities can receive an appropriate educatromaiusive
regular education classroom.

a. Agree B.Disagree c. Strongly Agree d. Strongly Disagree e. Urdecid
100%

3. I have seen evidence of improved academic outcomes for students with @isabiliti
in inclusion.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
25% 75%

4. | have the necessary cooperation and assistance from educational supportlgersonne
implement inclusion successfully.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

5. I'find it difficult to modify my instructional strategies and my teaclstyde to meet
the needs of students with disabilities.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided

100%

(o2}

. I have sufficient resources to implement inclusion effectively.
a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree E.Undecided

25% 75%

\‘

. | believe students without disabilities can receive an appropriatélgrajiag
education in an inclusive regular education classroom.
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a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
25% 75%

8. I have had input in the development of an inclusive program at my school.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided

75% 25%

9. I have the time to individualize instruction for students with disabilities.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

10. | believe that special educators working in inclusion generally takeoadsnate role
in the classroom.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
25% 50% 25%

11. I have found that inclusion has encouraged me to experiment with new teaching
strategies.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
100%
12. 1 do not have enough time to communicate and collaborate with my co-teacher.
a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

13. I have the necessary cooperation and assistance from colleagues temhplem
inclusion successfully.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. undecided
50% 50%

14. In the inclusion classroom, my co-teacher and | consistently work wetudénts
including those with disabilities and those without disabilities.
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a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
100%
15. The students with disabilities in my inclusion classroom work separaigiyttieir
classmates without disabilities a majority of the time.
a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
25% 75%

16. In my inclusion classroom, students with disabilities and students without tesbili
receive equal access to the same general curriculum.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided

100%
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Appendix M

Teacher Il Survey Results
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Teacher Survey Il Results---Welch Inclusion Model

. My classroom is developmentally appropriately with adequate curriculuemiatst
to teach within the inclusion model.

. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

. The grouping of students into “pods,” more commonly referred to as SILK grouping,
Is an effective strategy to teach various lessons within the model.

. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

. The grouping of students into “pods” is vital for student engagement and participation
during the course of the lesson.

. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
25% 75%

. The grouping of students into “pods” provides for safe and meaningful movement of
students during the course of the lesson.

. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
100%

. The grouping of students into “pods” presents an effective teaching and learning
component because it allows students to positively interact with each other during
the presentation of the lesson.

. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
100%

. The inclusion model allows for all students the opportunity for success especially
in meeting the needs of our identified students.

. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided

100%
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7. Each identified student within this model that has an Individual Education Plan
is being followed during the presentation of each lesson.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
25% 75%

8. From my observations, this model is conducive to the academic growth of each
identified student within this program.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

9. The modifications that are incorporated within each IEP of the identitiddrgs
are being implemented everyday during the instructional process of each less

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
100%

10. The grouping of students into “pods” is vital to student success as it allows each
student the opportunity to capitalize on his/her individual learning modality.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

11. The grouping of students into “pods” enhances the “integration” of subject matter by
allowing students to process the material from their own learning style.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

12. The school system’s pacing guides are aligned with the North Caroliantagt
Course of Study.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

13. During our lessons, we follow the guidelines of the pacing guides as we move
through lesson presentations.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
100%
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14. This model gives us opportunities to assess students in various ways including
the utilization of class projects, multiple-choice, oral responses, open-ended
assessments, and, at times, computer assisted instruction.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

15. The grouping strategy of placing students into “pods” allows for a variety ohstude
engagements including whole group, small group, peer paring, and individual

responses.
a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

16. The grouping of students into “pods” creates an environment that is more conducive
to student engagement of the lesson.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
75% 25%

17. All lessons that are taught within the inclusion model specifically addrdssagoa
Objectives that are aligned to the North Carolina Standard Course of Study.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
100%
18. The non-traditional approach to teach various lessons within the model allows for a
variety of instructional strategies that is conducive to a higher time onnidsk a
more freedom for student expression.
a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%
19. The incorporation of a variety of instructional strategies coupled with the greuping
of students into their preferred modality, decreases student disruptions and negative
behaviors.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided

50% 50%
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20. The term inclusion allows for both regular education students and identified students
to share the same learning environment. This allows all students to feel
academically equal and is conducive to producing positive role models for
students with behavior issues.

a. Agree b. Disagree c. Strongly agree d. Strongly Disagree e. Undecided

100%
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Appendix N

Results of Administrative Survey
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Administrative Survey ---Welch Inclusion Model

1. The inclusion classroom is developmentally appropriate with adequate

curriculum materials to teach the various learning modalities within the model
. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecide
100%

. The grouping of students into “pods” seems to be an effective instructional
strategy that increases student participation and more time on task.

. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

. As an administrator, | believe the grouping of students into “pods” is a key
element in student comprehension and academic engagement

. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
100%

. The grouping of students into “pods” allows for safer and meaningful movement
of students during the instructional process.

. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
100%

. The grouping of students into “pods” presents an effective teaching and

learning strategy because it allows students to positively interbictadh

other during the instructional process.

. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

. This inclusion model allows for all of our students the opportunity for success and
especially in meeting the needs of our identified students.

. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

. As an administrator, | am sure Individual Education Plans for our special needs
students are being followed within the model.
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a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

8. From my observations, this model is conducive to the academic growth of each
identified student within this inclusion model.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

9. From my observations of this inclusion program, the modifications of our special
needs students are being incorporated and followed within this model.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
100%

10. The grouping of students into “pods” is vital to student success as it allows each
student the opportunity to capitalize on his/her own learning modality.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

11. The grouping of students into “pods” enhances the integration of subject matter
by allowing students to process information from their own learning styles.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

12. The school’s pacing guides are aligned to the North Carolina Standard Course of
study.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

13. As an administrator, | have observed the teachers in the inclusion prograngutiliz
the pacing guides in the presenting of their lessons.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. undecided
100%

14. In my observations of the inclusion model, | have observed our teachers evaluating
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students from a variety of assessments including oral responses, group,projects
open-ended questions, and, at times, computer assisted instruction.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

15. The grouping of students into “pods” allows for a variety of student engagements
including whole group, small group, peer-tutoring, and individual responses.

a. Agree b. Disagree c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%

16. The grouping of students into “pods” creates an environment that is more
conducive to student engagement of the lesson.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%
17. All lessons that are taught within the inclusion model specifically address
goals and objectives that are aligned to the North Carolina Standard Course
of study.
a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
100%
18. The non-traditional approach to teaching lessons within the model allows for a
variety of instructional strategies that are conducive to a higher timskon ta
and more freedom for student expression.
a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided
50% 50%
19. The incorporation of a variety of instructional strategies coupled with the grouping
of students into their preferred modalities has decreased student disruptions and
Less office referrals from this program.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided

50% 50%
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20. The term inclusion allows for both regular education students and identified students
to share the same learning environment creating an atmosphere of acaddityc equa
and is presenting positive role models to students with behavior issues.

a. Agree b. Disagree  c. Strongly Agree d. Strongly Disagree e. Undecided

50% 50%
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Appendix O

Focus Group Interview Questions
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Focus Group Questions

1.

Do you feel the inclusion model is making an impact on your special needs children?

If so, what evidence do you have that demonstrate your identified children are
making progress.

As a school, what would you do to improve the impact of the model?

Do you feel this model is positively affecting your non-identified students? dd
you know?

If you could make any changes within the model, what would it be and why?
What are your future goals for this program?

How well would you say that you monitor your inclusion model from both an
administrative perspective as well as an inclusion team?

Is there anything else someone would like to share with the group?
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Appendix P

Focus Group Interview Responses
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Focus Group Questions and Answers

1. Do you feel the inclusion model is making an impact on your special needs children?
If so, what evidence do you have that demonstrate your identified childrenkang ma
progress?

“I'd say yes. | see a lot of students that are identified........... they don't like being
pulled out....they don’t like the stigmatism of being pulled out and I think they forget
they are EC when they are in the inclusion setting and | think that causes them to
push themselves a little more.

| see it also among our more severe students and they see it too. They have be on
grade level in order to hang and | think that pushes them to stay on grade level.

We have a student who reads on first grade level. Other then hearing him read you
would never know he was on first grade level. Not only does he rise up, but we see it
in other students as well who are not identified who want to help him with his reading
and they rise up to take on leadership positions.

We see him reading words that we were shocked to hear and we know its attributed to
inclusion.

We see our EC growth from last year and we know it is because of inclusion.
We our students making individual goals and reach their objectives.....

As it pertains to test scores from last year, all of our students passed math and all but
one passed reading.

2. As a school, what would you do to improve the impact of the model?

| think we identified what we need to do to improve performance. | think this comes
from understanding the philosophy of inclusion and allowing teachers to have more
involvement in the inclusion model... | also think we need Rick Welsh to come in and
work with rising inclusion teachers that will be teaching the model. | think also we
need him to teach this to all of our teachers.....kind of making them think outside the
box strategies.....I think that is one step that we have made.

If we could dream it would be ideal to true inclusion to have all classes that are co-
taught and have two teachers teaching the classroom the entire day.

| think it would go beyond EC and go into ESL and AIG as well. | think we see what
is being done with our EC students and | think how this could be done to all of our
children.

| think to make that you have to have more personnel. Increase the EC staff and
maybe include the AIG as well.
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| think one of the best things we can do is to continue education the staff on what is
inclusion and what are we doing and how do we go about doing this on your own.

And to get rid of misconceptions. You still have a lot of that going around. It is
getting better....it has come along way!

We hear some teachers saying things like......... "Well, he’s low so lets put him in the
inclusion classroom....or.....he needs to be tested and its too late in the year so if we
place him in the inclusion program so, if he qualifies, he will be already be in the
inclusion class for next year.

And, sometimes its hard to implement the model because you don’t have those
different levels........... you don’t have your higher kids to always act as role models.

Every year it is getting better and teachers who are placing kids in the inclusion
model is getting better at placing them correctly.

. Do you feel this model is positively affecting your non-identified students? de
you know?

Yes, definitely. We see our higher achieving students acting as tutors...peer coaches.
We know that if they are able to teach someone else about something we learned in
class, then we know that the ones who teach will retain 90% of what they learned and
we know they got it.

Plus, we know having a co-teacher in the room, nonidentified students in the room
helps them focus their attention better. Applying the learning styles....has helped us
bring about better teaching approaches.

| think that is the beauty of the model.....we don’t look at students as “he is
identified” or” she is not identified” ....we teach to each student and that has
allowed us to teach to each student and individualize everyone’s education.

As an outsider coming in, I think you would have a hard time identifying our EC
students....

We forget even....a lot of the modifications we use we do not just use for our
identified students...we use them for everyone.

When we think about modifications, we think about our other students and begin
saying.....well, this student needs help expressing himself and this modification will
help him f....or she is a couple of grade levels below....kind of helps you think about
all of your children and it just branches off after that.
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4. If you could make any changes within the model, what would it be and why?

| think that the one thing we need is more time for more planning. Now, that helps us
as friends here, but we do need more time to plan things. But, a change that we need
to make is to allow more time.

We tried to schedule more planning.......... like we will decide on a day and say that is
sacred that is our time to plan and then something comes up......... so, time protected
during the school day is gone.

5. What are your future goals for this program?

The philosophy...... our goal is for the philosophy to be there...... and we can't have
tons and tons of EC teachers...its important that the philosophy carry over.

To keep it where it sustains itself....so, if we are not here anymore.....we share the
same philosophy.

I would like to see the program spread. Even if we do not have a co-teacher in our
room the philosophy is there and we understand that what one teaching strategy
works for one student may not work for another one.

I would like to see this philosophy spread to other areas like ESL and AIG that my
dream and would requiem more people and more money but | think that is a logical
step too.

We would like to see support...now, we have building support but we do not have
central support. We do not have any materials like we should have ...... they should
come in and see what we are doing.....that would be nice.

They give lip service...but that's where it ends.

If we leave, it will not sustain itself....there is not the upper level of support.

6. How well would you say that you monitor your inclusion model from both an
administrative perspective as well as an inclusion team?

Conversation....we used to have team meetings but that was before we had Rick.
We know what is going on because of you (looking at the principal)....and we try to
work with all levels (grades) and knows where everyone is on the curriculum without

always having to meet with those teachers...though we do occasionally.

What is nice she has worked worth all of our kids....... she knows when they come to
me in the B grade....she already knows the kids learning styles.....as well as the
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parents of that child......

A couple of weeks ago...we used Angela’s lessons and worked really well for
kids...... (used at several levels)

. Is there anything else someone would like to share with the group?
| think one thing is that we have modified Rick’s model a little bit........... we have
kind of made it fit to our styles......... we have adapted it to fit our needs.

We still recognize all the learning styles....but the philosophy is the same...... and
their teams are still diversified.....which is the key............ you keep it hetesogene

With no other comments, being made and the time winding down............the
interview ended within the hour that was allotted for this element.
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Appendix Q
Results of the Inclusion Team-Teaching Analysis Protocol

For the &' Grade Inclusion Team
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Condensed ratings of Form A and Form B of the Inclusion Team-Teaching
Analysis Protocol for %4 Grade Inclusion Team

Codes 1. Agree 2. Disagree 3. Strongly Agree 4. Strongly Disagree 5. Undecided

Or 1. Never 2. Rarely 3. Sometimes 4. Usually 5. Always
Statement Semantic Scale  Ratings

1. My partner offers input to the teaching plan before Never..always 4
the lesson.

2. My suggestions/comments are accepted as valid. Agree...Undec 3

3. My ideas are incorporated into the lesson. Never...Always 4

4. | have access to all students in the classroom Agree...Undec 3

5. | have access to all teaching facilities in the room Agree...Undec 3

6. My partner and | present information to the class at Never..always 3.5
the same time.

7. My partner and | to present information in different Agree....Undec 3
ways.

8. My partner’'s management style is compatible with Agree...Undec 3
mine.

9. | can take the lead when | need the children’s Never...Always 4.5
attention.

10. My partner and | can assume each other’s roles Never...Always 4.5

spontaneously.
11. | feel free to speak at any time during the lesson. Agree....Undec. 1

12. We discuss how our teaming succeeds/fails to meet Never-Always 4.5
student needs.

13. My partner is aware of my actions and location Never-Always 5
during the lesson.

14. My partner and | talk to each other during the Never...Always 4.5
lesson.

15. I learn new skills from my partner. Never...Always 5

16. My partner and | practice new skills when we are . Never...Always 4.5
together.

17. | feel comfortable working in a team-teaching Agree...Undec. 3
environment.

18. My partner and | accomplish more together than Agree...Undec. 3
we could alone.

19. My primary role is to help students experience Agree....Undec 3
success.

20. | have an equal share of the teaching when in my Never...Aalways 4

partner’s class.
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Appendix R
Results of the Inclusion Team-Teaching Analysis Protocol

For the 5th Grade Inclusion Team
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Condensed ratings of Form A and Form B of the Inclusion Team-Teaching
Analysis Protocol for 8 Grade Inclusion Team.

Codes 1. Agree 2. Disagree 3. Strongly Agree 4. Strongly Disagree 5. Undecided

Or 1. Never 2.Rarely 3. Sometimes 4. Usually 5. Always
Statement Semantic Scale  Ratings

1. My partner offers input to the teaching plan before Never..always 5
the lessons.

2. My suggestions/comments are accepted as valid. Agree...Undec 3

3. My ideas are incorporated into the lesson. Never...Always 5

4. | have access to all students in the classroom Agree...Undec 3

5. | have access to all teaching facilities in the room Agree...Undec 1

6. My partner and | present information to the class at Never..always 4.5
the same time.

7. My partner and | to present information in different Agree....Undec 1
ways.

8. My partner’'s management style is compatible with Agree...Undec 3
mine.

9. | can take the lead when | need the children’s Never...Always 3
attention.

10. My partner and | can assume each other’s roles Never...Always 5

spontaneously.
11. | feel free to speak at any time during the lesson. Agree....Undec. 3

12. We discuss how our teaming succeeds/fails to meet Never-Always 5
student needs.

13. My partner is aware of my actions and location Never-Always 5
during the lesson.

14. My partner and | talk to each other during the Never...Always 5
lesson.

15. I learn new skills from my partner. Never...Always 5

16. My partner and | practice new skills when we are Never...Always 4.5
together.

17. | feel comfortable working in a team-teaching Agree...Undec. 3
environment.

18. My partner and | accomplish more together than we  Agree...Undec. 3
could alone.

19. My primary role is to help students experience Agree....Undec 3
success.

20. | have an equal share of the teaching when in my Never...Always 4.5

partner’s class.
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